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Preface 


Few college teachers receive instruction in how to present intellec- 
tually exciting lectures, to lead engaging discussions, or to relate 
to students in ways that promote motivation and independent 
learning. This book is designed to fill that gap. The systematic 
course of instruction outlined here stresses fundamental teaching 
skills rather than the use of technological innovations such as indi- 
vidual or computer-assisted methods. While this book is primarily 
for less-experienced instructors of college undergraduates, such as 
graduate students and junior faculty, seasoned professors and the 
faculties.of graduate, professional, and secondary schools will find 
much that is useful here. The text deals with the elements of 
teaching common to all academic disciplines — from anthropology 
to zoology —and is designed to help any college teacher acquire 
the skills necessary for outstanding classroom instruction. 

This book is more than a collection of isolated techniques 
for good teaching. A model of effective college instruction is pro- 
posed in the first chapter that organizes the specific skills and sug- 
gestions presented later on. The model, which includes nine unique 
styles of classroom instruction, is based on two assumptions: The 
college classroom is a dramatic arena first and a setting for intellec- 
tual discourse second; and it is also a human arena, wherein the 
interpersonal dealings of students and instructors— many of them 
emotional, subtle, and symbolic—strongly affect student morale, 
motivation, and learning. Consequently, specific instruction is 
offered on how to speak well before groups and how to understand 
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and interpret the interpersonal behavior of college students and 
teachers. Speaking skills and classroom dynamics are examined 
before more traditional topics (lecturing, leading discussions, 
planning, evaluating) are discussed. The dramatic and inter- 
personal aspects of teaching are themes that reappear throughout 
the book; they serve both to suggest and to justify recommenda- 
tions offered on specific matters. ` 

Another theme also runs throughout: the college instructor 
as skilled artist. The aim of this volume is not to promote “ade- 
quate” or “competent” instruction but to start college teachers on 
the road to becoming masters of this long-standing art. Excellent 
teaching captivates and stimulates students’ imaginations with 
exciting ideas and rational discourse. Student satisfaction and 
enjoyment are stressed here as important criteria for successful 
teaching. Outstanding instructors select and organize intellectually 
challenging content and present it in an involving and memorable 
way. They are also interpersonally sophisticated and promote stu- 
dent satisfaction and motivation. Though considerable relevant 
research is cited, teaching and learning are not thought of here as 
cold and technological but warm, exciting, and personal— 
decidedly human processes in which emotion and magic abound. 

This book’s perspective on effective college teaching is con- 
sistent with published research, but its origins are experiential 
and observational. It evolved over my thirteen years’ experience 
as a college teacher of psychology and supervisor of graduate 
instructors. My approach has been sharpened during the past two 
years by observing and interviewing twenty-five college professors 
reputed to be masters at schools in the Southeast and New En- 
gland. Those studied were nominated by faculty or administrators 
who were asked which faculty members were thought to be “superb 
classroom instructors.” Two or three inquiries usually produced a 
common list of four or five top instructors at each college or uni- 
versity. All but a few of those I contacted agreed to being observed 
and interviewed. Almost without exception, I found the teaching 
they demonstrated to be of the highest quality: It was intellectually 
stimulating, clear, engaging, at times inspiring. The students of 
these instructors obviously held them in high regard. Having seen 
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them in action, I would be eager to have my children in their 
classes and believe them worthy of emulation. 

The purpose of observing these instructors was not to 
recognize teaching excellence but to identify a sample of highly 
skilled practitioners of the teaching art representing a variety of 
academic subjects to assess philosophies and collect specific teach- 
ing practices. My aim was not to write a generalized essay about 
the contemporary master teacher (as did Axelrod, 1973) or a 
position paper on faculty development. My goal was to seek prac- 
tical information. A number of tricks of the trade and attitudes 
about students and teaching were generously shared by the men 
and women I interviewed, and I present them here for the benefit 
of all teachers who aspire to improve their classroom presentation. 

The first four chapters are fundamental. In Chapter One, 
descriptions of notable college teachers and contemporary empiri- 
cal research on college teaching are examined to answer the ques- 
tion “What constitutes masterful college teaching?” The two- 
dimensional model of effective teaching is described here in detail. 
Chapter Two examines the classroom as an interpersonal arena in 
which students and instructors attempt to meet basic psycho- 
logical needs and reveal their underlying personalities in the pro- 
cess. Richard Mann’s research on classroom dynamics (1970) 
receives special emphasis. Specific teaching techniques and sug- 
gestions for dealing with students based on these ideas are pre- 
sented in Chapter Three. Chapter Four discusses speech, move- 
ment, and suspense in the classroom — including traditional stage 
techniques, exercises for analyzing and improving one’s speaking 
skill, and ways of seeing classrooms and teaching through the eyes 
of a stage director. 

The next two chapters are of central importance. Chapter 
Five concerns the lecture and discusses how to select, organize, 
and present content to promote understanding and retention. 
Chapter Six describes techniques for leading discussions in ways 
that involve students and foster independent thinking. Careful 
attention to the language college teachers use in discussion ses- 
sions is examined in light of the interpersonal psychology of class- 
room groups. Suggestions are offered for using discussion to pro- 
mote rapport as well as to stimulate thought. Because most college 
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teaching involves a combination of lectures and discussion, these 
chapters should interest experienced as well as novice instructors. 

The next three chapters offer insights into traditional aspects 
of teaching: planning courses and individual class meetings 
(Chapter Seven); using reading, writing, and observational assign- 
ments (Chapter Eight); and evaluating students (Chapter Nine). 
The specific suggestions contained in these three chapters reflect 
this book’s premise that the classroom functions as a dramatic and 
interpersonal arena as well as an intellectual one. 

Chapter Ten sums up and extends the discussion in Chap- 
ter One by asking what combination of factors (individual talent, 
motivation, and supportive teaching environment) is associated 
with superior teaching. Chapter Ten also discusses ways evalua- 
tive student ratings can be used to help instructors improve and 
describes a comprehensive method for training college teachers. 
The chapter ends by addressing the question of why, given com- 
peting demands for scholarship and administrative labor, a col- 
lege teacher should strive to excel in the classroom, especially 
teaching undergraduates. 

The perspective of this book is fundamentally conservative. 
My aim is to teach instructors how to excel at traditional college 
teaching using group meetings in the lecture/discussion format. 
Instead of heralding technological innovation as the salvation of 
contemporary higher education, college teachers are encouraged 


to view teaching as an art and to rediscover and master the ancient 
skills that pertain to it. 
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CHAPTER | 


What Constitutes 
Masterful Teaching? 


What all the great teachers appear to have in 
common is love of their subject, an obvious satis- 
faction in arousing this love in their students, and an 
ability to convince them that what they are being 
taught is deadly serious. Epstein (1981, p. xit) 


If I were to ask you to picture a masterful college teacher, any of a 
number of images could come to mind. One image might be that 
of an awe-inspiring scholar lecturing from the stage of an amphi- 
theater to an audience of students who are leaning forward to catch 
every word. Another might be that of a warm, approachable 
person seated at a seminar table among a group of students, facili- 
tating an animated discussion, firmly but gently guiding the stu- 
dents to insight, awareness, self-confidence, and a heightened 
ability to think critically. Still another image might be that of an 
instructor engaged with one or two students in freewheeling ses- 
sions in the professor’s study, over a glass of beer in the students’ 
haunt, or in the laboratory — sessions in which each student has 
the opportunity to see at close range the way the teacher thinks 
and perhaps to glimpse an older person attempting to live a life 
committed to ideas and knowledge. 

Varied as these images are, they are alike in fundamental 
ways. In each of them the instructor is pictured not while studying 
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alone or presenting a paper to learned colleagues but while inter- 
acting with students. The images all convey a sense of impact, of 
an instructor having a potentially profound effect on the students. 
In each, the students are emotionally as well as intellectually stim- 
ulated by the proceedings, whether as members of an audience or 
in one-to-one relationships. 

If instruction is first rate, we can expect that several kinds 
of learning will occur. The learning of facts, theories, and methods 
will take place, to be sure. Beyond that, students will have the 
chance to gain an understanding of relationships among varied 
kinds of knowledge, sharpen their thinking and communication 
skills, and receive a perspective from which to evaluate informa- 
tion critically. This learning meets the broad goals of liberal edu- 
cation. 

The three imaginary scenes illustrate and circumscribe the 
subject of this book: masterful college teaching. The view of out- 
standing college teaching presented here emphasizes the tradi- 
tional skills of lecturing and leading discussions. In contrast to 
approaches that focus on detailed planning or rely on technologi- 
cal innovations, my perspective rests squarely on the assumption 
that college teaching is and should be interpersonal, that it is 
above all an enterprise involving human beings and their person- 
alities, and that it is incapable of being reduced to mechanical 
cause-and-effect relationships. This book provides detailed, prac- 
tical instruction that a graduate instructor or professor can use to 
fully master the art of college teaching. 

The premise of this book is that superior college teaching 
involves two distinct sets of skills. The first is speaking ability. 
This includes skill not only in giving clear, intellectually exciting 
lectures but also in leading discussions. The second is interpersonal 
skills. Such skills allow one to create the sort of warm, close rela- 
tionships with one’s students that motivate them to work indepen- 
dently. To become an excellent instructor, one must be outstand- 
ing in one of these sets of skills and at least competent in the other. 
This first chapter considers the nature of the necessary and suffi- 
cient characteristics of masterful college teaching and presents the 
two-dimensional model of effective college instruction upon which 
the specific suggestions offered in this book are based. 
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Is Knowledge Taught or Learned? 


If the members of an academic community are polled on 
ways to improve the quality of education, the students are likely 
to suggest hiring and promoting faculty who are better teachers, 
while the faculty probably will suggest admitting brighter, better 
prepared, and more motivated students. Whose opinion is the 
more valid? How responsible, in fact, are the faculty for how 
much students learn and for how insightful they become? How 
responsible are faculty members for students’ proficiencies in fun- 
damental skills— reading, thinking, writing, and speaking — or for 
students’ attitudes toward learning? Who is most to blame when 
students pursue college merely for vocational rewards or social 
distractions? Conversely, who deserves credit for those rare stu- 
dents who not only master basic content and skills but understand 
a discipline in fresh and original ways and are somehow able to 
integrate the knowledge they have gleaned in various areas into a 
single, personal vision? i 

In College Professoring, O. P. Kolstoe answers these ques- 
tions by asserting that “nobody can’t teach nobody nothing” (1975, 
p. 61). He is correct. No instructor can make students learn. Con- 
sequently, college teachers cannot claim full credit when a student 
learns something well, nor must they carry all the blame when 
students fail to learn. Given students’ freedom to take or leave 
what we instructors have to offer, it is crucial that we take pains to 
see that they become involved in learning. The importance of this 
motivational function is immense. 

What differences among students require different teaching 
methods? Individual differences in students’ abilities to do aca- 
demic work are foremost. Students learn a subject at different 
rates and with strikingly different levels of completeness. College 
teachers are often amazed at the brilliance of some students and 
the shallowness of others. Regardless of the amount of work some 
students put into their studies, the complexity of their thinking 
fails to match that of others. Our society’s contemporary social 
ethic tends to deny the importance of differences in fundamental 
academic ability, but psychological research (Guilford, 1968; 
Scarr, 1981) and the experience of college teachers support the 
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influence of intelligence on the quality of student learning. How 
fully students apply themselves also affects how much they learn, 
but motivation can go only so far in compensating for differences 
in ability. 5 

We as instructors cannot be held responsible for the 
differences in ability students bring with them, but we are respon- 
sible for motivating all students, from the gifted to the barely ade- 
quate, to do their best work and to love the learning experience. 
College teachers have as much power to dampen student? enthu- 
siasm for learning as to excite it. 


Student Memories of Excellent Instructors 


Everyone can remember a few college teachers who stood 
out from the rest. If we were lucky, we had several who were 
superb; however, each of us likely had more poor teachers than 
outstanding ones. We can all remember classes that were boring 
and frustrating, when we dreaded going to class or meeting the 
professor in the hallway, when we ritualistically counted off the 
number of classes remaining in the term. But we also had classes 
we attended eagerly and finished with regret. Remembering not- 
able positive and negative examples from our past is useful in 
choosing ideals to emulate, 

There are also written descriptions of highly esteemed 
instructors to consider. A particularly interesting collection is 
Joseph Epstein’s Masters: Portraits of Great Teachers (1981), which 
contains essays that originally appeared in The American Scholar. 
Professors such as Christian Gauss of Princeton, Ruth Benedict of 
Columbia, Morris Cohen of City College, Alfred North White- 
head of Harvard, John William Miller of Williams, Frederick 
Teggart of Berkeley, F. O. Mathiessen of Harvard, and Hannah 
Arendt of the New School are included. Subjects taught by these 
masters included philosophy, political thought, literature, theo- 
retical physics, history, and anthropology. 

Epstein’s contributors remember their instructors as partic- 
ularly skilled in specific teaching settings. The specialty for some 
was lecturing to large introductory classes attended primarily by 
freshmen and sophomores. For others it was leading senior or 
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graduate seminars. In all cases, however, the writers remark on 
the instructors’ influence and skill in tutorials or informal one-to- 
one interactions. 

The most striking thing about these portraits of twentieth- 
century college teachers is the importance of their lecture or semi- 
nar performance to the level of personal and intellectual impact 
they had on their students. Not only did these men and women 
have a great deal to offer their students; they were also highly 
skilled at getting it across. As Epstein relates in his introduction to 
the collection, they had individual styles, using “socratic teasing, 
sonorous lecturing, sympathetic discussion; passionate argument, 
witty exposition, dramatics and other sorts of derring-do; plain 
power of personal example, main force of intellect, and sometimes 
even bullying” (p. xii). 

Finally, it is clear that all of these outstanding instructors 
took their teaching responsibilities very seriously. They put a 
great deal of themselves into their classes and expected a similar 
level of commitment from their students. The tremendous per- 
sonal satisfaction they received from their teaching was evident to 


their students. 


Outstanding Teaching as Portrayed 
by Contemporary Research 


The large body of findings from empirical research on 
college teaching presents a consistent picture of the outstanding 
teacher. Studying questionnaires that assess students’ satisfaction 
with professors’ teaching skills has been very fruitful for educa- 
tional research, although the routine use of such student ratings to 
give instructors personal feedback, to provide public information 
for course selection, and to aid in faculty personnel decisions has 
become an increasingly controversial topic (Chandler, 1978; 
Marg, 1979; Raskin and Plante, 1979; Ryan and others, 1980). 

Faculty ambivalence about student ratings of instruction 
probably stems from a number of concerns, some noble (preserv- 
ing academic freedom and faculty power, promoting excellent 

(jealousy of others, excuses for receiving 


scholarship), some petty r 
low ratings). Beyond this ambivalence about student ratings may 
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lie a deeper ambivalence about the importance of quality teaching. 
Colleges and academic departments differ in the amount of actual 
encouragement and reinforcement (as opposed to ritualistic lip 
service) they give to quality undergraduate teaching. It is a sad 
commentary on contemporary higher education that among the 
varied arenas for achievement open to faculty (scholarship, grant- 
getting, consulting, or administration), classroom teaching ranks 
in importance near the bottom for many. 

In contrast to this controversy among faculty, students very 
much favor evaluating their professors’ teaching and consider it 
quite legitimate to do so (Gmelch and Glasman, 1978). Some 
teachers claim that student raters are not competent to evaluate 
instructors’ command of subject or research expertise, and several 
studies indicate that students do not consider themselves able to 
evaluate professors in this way either (Kroman, 1978). Students 
‘do not generally believe they have sufficient knowledge to eval- 
uate the depth of their instructors’ understanding or the long- 
range importance of the instructors’ contribution to a field. How- 
ever, students do believe themselves capable of evaluating how 
well a college teacher taught them a subject and how much they 
were excited by the process of learning it. Regardless of individual 
attitudes toward the ways student evaluations are used, data from 
such instruments are highly relevant to the question of what con- 
stitutes outstanding teaching—especially in the eyes of instruc- 
tional “consumers,” the students themselves. 

What does the research on student ratings of teaching effec- 
tiveness show about outstanding college instruction? Two types of 
research need to be discussed. One is studies relating overall teach- 
ing ratings to other kinds of information known about the classes, 
teachers, and students; this line of inquiry examines the external 
validity of the evaluation questionnaires. The other type of rele- 
vant research is studies focusing on relationships among the eval- 
uation questions, with the aim of condensing the numerous items 
into the fundamental dimensions being measured. 

In a number of studies the overall level of student ratings 
was found to have little if any relationship to the time of day 
courses were taught, the subject under consideration, the extent 
of the instructor’s experience, or the size of the class. Though a 
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number of studies have attempted to show that factors other than 
the instructor’s teaching ability influence such ratings, on the 
whole it is clear that such variables have much less effect on ratings 
than the qualities students see in the individual college teachers 
(Braskamp, Ory, and Pieper, 1981; Freedman, Stumpf, and 
Aquano, 1979; Hoffman, 1978; Korth, 1979; Marsh, 1980; Marsh 
and Overall, 1981; Meredith, 1980). 

A common notion among faculty is that ratings merely 
reflect instructor popularity, attractiveness, or grading stringency 
and have little to do with competence as a teacher. Arguing against 
this position are the results of studies showing that students con- 
sider the quality of teacher-student relationships to be second in 
importance to an instructor’s ability to present material clearly 
(Abbott and Perkins, 1978; Reardon and Waters, 1979). The 
contention that students’ ratings of teaching are functions of the 
amount of work an instructor assigns and the severity with which 
he or she evaluates it also is little supported by research (Abrami 
and others, 1980; Frey, 1978; Howard and Maxwell, 1980; 
Palmer, Carliner, and Romer, 1978; Peterson and Cooper, 1980). 
Difficult, demanding professors are just as likely to be given out- 
standing student evaluations as are less demanding ones. Teachers 
of “slide” courses (available in quantity at most schools) frequently 
receive poor or mediocre student ratings, even though seats in 
their classes may be in demand. It is not accurate to say that most 
students are so concerned about grades that their satisfaction with 
a teacher is related mainly to the difficulty of the course. Grading 
practices and the attitude with which work is assigned can adversely 
affect class morale, but satisfaction with an instructor’s teaching 
comes more from positive emotions (excitement, enthusiasm, re- 
spect) than from the absence of negative ones. 

A variation of this misconception about difficulty is the belief 
that if students enjoy or are excited by an instructor, the quality of 
that teacher's material must be second rate. The source of this puri- 
tanical attitude toward learning and teaching is difficult to pin 
down, but there is nothing compelling about arguments for its 
validity. Great teachers demonstrate a pleasure in learning and 
create a love of learning in their students. The best protection 
against being seen as a modern-day sophist is to aim for substance 
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as well as enjoyment. Stiff, businesslike, or aversive behavior in a 
teacher is no assurance of quality instruction. 

Professors who believe that high student ratings must reflect 
sweetened or watered-down knowledge often have the covert hope 
that students who rate them poorly will one day value them more 
than the instructors they found satisfying at the time. In a grow- 
ing number of studies, however, evaluations of faculty made sev- 
eral years after graduation (up to ten years in one case) have been 
found to be remarkably consistent with the students’ original 
opinions (Firth, 1979; Marsh and Overall, 1979; Overall and 
Marsh, 1980). Student ratings thus cannot be dismissed as reflect- 
ing merely the poor judgment of youth. 

Even if student ratings are consistent over time and classes 
(professors typically receive similar ratings across different semes- 
ters and courses), some will argue that they have no relationship 
to the way the teachers’ peers would evaluate their effectiveness. 
Available evidence runs contrary to this notion as well (Aleamoni, 
1978; Ballard, Rearden, and Nelson, 1976). One study compared 
student ratings, professors’ evaluations of their own teaching, and 
expert judges’ ratings of videotape recordings of the professors’ 
classroom presentations. A similar pattern for each teacher was 
found with each of the three types of measures. Those college 
teachers seen as excellent by their students were also rated highly 
by the judges and by themselves; weaker instructors also were 
rated similarly by all three groups. The only notable difference 
among the ratings was that students tended to rate the faculty 
members lower than did the instructors or their peers (Marsh, 
Overall, and Kesler, 1979). If anything, students may be tougher 
judges of teaching than faculty. 

But what, some may ask, do student ratings of teaching 
have to do with student learning, regardless of whether the ratings 
are valid? Is not student demonstration of what they have learned 
the only outcome of importance in education? The fact that some 
studies have found student achievement to have little correlation 
with student ratings (Braskamp, Caulley, and Costin, 1979; 
Costin, 1978; Hoffman, 1979; Moody, 1976; Palmer, Carliner, 
and Romer, 1978) is sometimes interpreted as support for this 
argument against the importance of student ratings. More research 
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indicates that teacher ratings are positively associated-with student 
learning, however (see Cohen’s 1981 meta-analysis). 

The overall level of student ratings, then, is mostly a func- 
tion of the degree of students’ satisfaction with the instruction 
they receive. Internal analysis of the various questions on student 
rating questionnaires tells us what students find satisfying and 
dissatisfying about teaching. In factor analytic studies of ratings, 
as many as six or seven mathematically distinct factors and as few 
as two or three have been reported (Feldman, 1976; Mannan and 
Traicoff, 1976; Marques, Lane, and Dorfman, 1979; Tennyson, 
Boutwell, and Frey, 1978). It is instructive to examine the differ- 
ent types of factors (or fundamental dimensions) that have been 
described in published studies. 

The most prominent factors concern clarity of presentation. 
Specific items in this category usually deal with whether an in- 
structor presents material clearly and in a logically organized way 
that is easy for students who know little about the subject to under- 
stand. Some studies suggest that frequent use of concrete examples 
is associated with the ability to present material understandably. 
Another strong factor is the instructor’s ability to stimulate stu- 
dents’ thinking about the material rather than simply encouraging 
them to absorb it. A factor found prominent in most studies is the 
instructor’s ability to stimulate enthusiasm for the subject, a skill 
frequently related to the teacher’s personal enthusiasm. 

Secondarily, student ratings have been shown to reflect the 
quality of interpersonal relationships between instructor and stu- 
dents. Some studies refer to this factor as student-teacher rapport; 
others discuss the degree to which students perceive an instructor 
as being concerned about them as individuals. Questionnaire 
items contributing to this category ask how warm students per- 
ceive an instructor as being and how much the instructor seems to 
enjoy sharing knowledge with them. Students may learn some- 
thing important from a class in which the instructor shows a lack 
of respect or a negative and cynical attitude toward them, but it 
will be in spite of the teacher's attitude rather than because of it. 

Thus, studies of student ratings of instruction present a 
consistent picture of outstanding and, by contrast, undesirable 
teaching. Fundamentally, such ratings reflect how well the instruc- 
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tor presents material and fosters positive interpersonal relation- 
ships with students. These two categories closely resemble Bales’s 
classic definition of “task” and “maintenance” functions of group 
leadership (Bales, 1950; Bales and Slater, 1955). The two- 
dimensional model of effective college teaching discussed in the 
next section has been built around them. 


A Two-Dimensional Model of Effective College Teaching 


The specific lessons in this book are based on a two- 
dimensional model of teaching effectiveness in which the quality 
of instruction results from a college teacher’s skill at creating both 
intellectual excitement and positive rapport in students, the kinds 
of emotions and relationships that motivate them to do their best 
work. These two kinds of skills are relatively independent, and 
excellence at either can ensure effective teaching with some stu- 
dents and in certain kinds of classes. A teacher who is accom- 
plished at both is most likely to be outstanding for all students and 
in any setting. 

Dimension I: Intellectual Excitement. Skill at creating intel- 
lectual excitement has two components: the clarity of an instruc- 
tors communications and their positive emotional impact on 
students. Clarity is related to what one presents, and positive emo- 
tional impact results from the way in which material is presented. 

Clarity can be no better than the accuracy of content, of 
course, but it is assumed that most instructors have mastered 
their content adequately. Knowing material well is quite different 
from being able to present it clearly, however. 

Knowledge is far more than the accumulation of isolated 
facts and figures. It involves a deeper understanding, an ability to 
“walk around” facts and see them from different angles. As Bloom 
argues in his classic taxonomy of educational goals (Bloom, 
Madaus, and Hastings, 1981), knowledge includes the ability to 
analyze and integrate facts, to apply them to new situations, and to 
evaluate them critically within the broad context available to the 
educated person. For a teacher to do an excellent job, he or she 
must be able to do far more than simply present the details of a 
subject —and students seem to know this. They like to receive an 
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overall perspective and love to compare and contrast different 
concepts in addition to learning individual facts. 

To be able to present material clearly, instructors must ap- 
proach and organize their subject matter as if they too know little 
about it. They must focus on the early observations, essential 
milestones, key assumptions, and critical insights in a subject and 
not be distracted by the qualifications and limitations that most 
concern them as scholars. Being able to do this leads to the ability 
to explain a complex subject simply. 

Outstanding teachers share this facility for clear exposi- 
tion. Ernest Rutherford, the nineteenth-century British physicist, 
believed that he had not completed a scientific discovery until he 
was able to translate it into readily understandable language 
(Highet, 1950). Similarly, the ancient Greek and Hebrew 
teachers were masters of metaphor, making complex points by 
using simple language and concrete images. It is false snobbery to 
claim that one’s knowledge is too grand to be understandable by a 
reasonably intelligent outsider. Outstanding college teachers are 
able to explain ideas and the connections between them in ways 
that make eminently good sense to the uninitiated. 

Most students who receive consistently clear presentations 
will be able to correctly define, illustrate, and compare and con- 
trast concepts. However, understanding material is not the same 
thing as being intellectually excited about it— being, for example, 
so highly engaged in a presentation as to be free from distracting 
thoughts and fantasies, surprised when the class period is over, or 
compelled to talk about the class to others during the day. To 
have this kind of impact on students, an instructor must do far 
more than present material clearly. In other words, for maximum 
effectiveness on this first dimension, clarity is necessary but not 
sufficient. It must be accompanied by virtuosity at speaking in 
front of groups. Why is this believed to be the case? 

College classrooms are fundamentally dramatic arenas in 
which the teacher is the focal point, just as the actor or orator is on 
a stage. The students are subject to the same influences—both 
satisfactions and distractions—as any audience. As Epstein’s por- 
traits demonstrate, teaching is undeniably a performing art. 
Excellent teachers use their voices, gestures, and movements to 
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elicit and maintain attention and to stimulate students’ emotions. 
Like other performers, teachers must convey a strong sense of 
presence, of highly focused energy. Some teachers do this by being 
overtly enthusiastic, animated, or witty, while others accomplish 
the same effect with a quieter, more serious and intense style. The 
ability to stimulate strong positive emotions in students separates 
the competent from the outstanding college teacher. 

Table 1 describes instructors at the high, middle, and 
lower ranges of this dimension of intellectual excitement as seen 
by an outside observer and as experienced by students. A teacher 
at the upper end of this dimension is an unusually skilled individ- 
ual. To master college teaching to this degree, an instructor must 
be able to do more than prepare an accurate, well-organized syn- 
opsis of a content area. He or she must also be able to organize 
and deliver the material with the skill of a seasoned speaker. Such 
teaching is not simply showmanship or gratuitous attention- 
getting, a. is assumed by disparagers who refer to it as “hamming 
it up,” “showing off,” or “faking it.” As followup research on the 
famous Dr. Fox experiment has demonstrated, exciting teaching 
is not merely acting or entertaining (Kaplan, 1974; Meier and 
Feldhusen, 1979; Naftulin, Ware, and Donnelly, 1973; Perry, 
Abrami, and Leventhal, 1979; Williams and Ware, 1977). Enter- 
tainment involves the stimulation of emotions and the creation of 
pleasure for their own sakes. Outstanding teaching is character- 
ized by stimulation of emotions associated with intellectual activ- 
ity: the excitement of considering ideas, understanding abstract 
concepts and seeing their relevance to one’s life, and participating 
in the process of discovery. 

Dimension II: Interpersonal Rapport. In theory, the college 
classroom is strictly an intellectual and rational arena. In reality, 
a classroom is a highly emotional interpersonal arena in which a 
wide range of psychological phenomena occur. For example, stu- 
dents’ motivation to work will be reduced if they feel that they are 
disliked by their instructor or controlled in heavy-handed or auto- 
cratic ways. All students are vulnerable to such disrupting emo- 
tions, and some students are especially sensitive to them. Also, 
like anyone else, students have a potential to react emotionally 
when they are being challenged and evaluated in group settings. 
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Table 1. Dimension I: Intellectual Excitement. 


Level of Student 
Response 


Observer's Description 
of Teaching 


Impact on Students 


High: Extremely 
clear and 
exciting 


Moderate: 
Reasonably 
clear and 
interesting 


All content is extremely well 
organized and presented in 
clear language 


Relationships among specific 
concepts and applications to 
new situations are stressed 


Sontent is presented in an 
engaging way, with high 
energy and strong sense of 
dramatic tension 


Teacher appears to love 
presenting material 


Facts and theories are 
presented clearly within an 
organized framework 


Material is presented in an 
interesting manner, with a 


Students know where the 
teacher is going and can 
distinguish important from 
unimportant material 


Students see connections 
among concepts and can 
apply them to new 
situations 


Students have little 
confusion about material 
or about what the teacher 
has said 


Students have a good sense 
of why concepts are 
defined as they are 


Ideas seem simple and 
reasonable, almost obvious, 
and are easily remembered 


It is very easy to pay 
attention to teacher (almost 
impossible to daydream) 
Class time seems to pass 
very quickly, and students 
may get so caught up in the 
ideas that they forget to 
take notes 


Stude ; experience a sense 
of excitement about the 
ideas under study and 
generally hate to miss class 
Course and teacher are 


likely to be described as 
“great” or “fantastic” 


Students’ understanding of 
most concepts is accurate 
and complete; they find it 
easy to take good notes 


Students can see 
connections between most 
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Table 1. Dimension I: Intellectual Excitement, Cont’d. 


Level of Student 
Response 


Moderate 


Low: Vague and 
dull 


Observer’s Description 


of Teaching 


Impact on Students 


moderate level of energy 


Teacher seems moderately 
enthusiastic and involved in 
teaching the class 


Some material is organized 
well and presented clearly, 
but much is vague and 
confusing 


Most material is presented 
with little ene-gy or 
enthusiasm 


Teacher may seem to hate 
teaching the class and to be 
as bored with it as the 
students 


concepts and understand 
examples offered in class 
or in the text 


Class is moderately 
interesting and enjoyable 
for most students 


Course and teacher are 
likely to be described as 
“good” or “solid” 


Students have little idea of 
where the teacher is going 
or why material is 
presented as it is or even 
at all 


Students experience 
confusion or uncertainty 
frequently 


Most students find taking 
notes difficult 


Students see few relation- 
ships among concepts and 
little relevance of content 
to their own experience 


Students find it difficult to 
Pay attention, and class 
time may seem to pass 
very slowly 


Students frequently 
experience a sense of 
frustration or anger and 
may dread coming to class 
and welcome excuses not 
to go 


Course and teacher are 
likely to be described as 
“boring” and “awful” 
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Even students whose work is superior will become angry if testing 
and grading practices seem unfair. 

Instructors are not immune to what happens in the class- 
room, either; many events can interfere with their enjoyment of 
teaching and lessen their motivation to teach well. Most profes- 
sors have strong needs for achievement and success. The common 
desire to be at least average makes instructors’ professional self- 
esteem vulnerable to their students’ achievement and end-of-term 
ratings. This is especially true of those teaching for the first few 
times and for junior faculty facing tenure and promotion deci- 
sions. If students are not learning as much as expected, a teacher 
is only human in feeling threatened and being tempted to show 
anger by criticizing student efforts. Also, because they are 
human, instructors want te be liked and respected as individuals, 
and walking into a room of 50 to 100 strangers is guaranteed to 
raise interpersonal anxiety in anyone. 

Psychologically, classes of students behave like other 
groups. The study of group phenomena has demonstrated con- 
vincingly that people in almost any kind of group situation, 
from digging a ditch to designing a research program, show pre- 
dictable emotional reactions to their interactions with one another 
(Cartwright and Zander, 1960; Shaffer and Galinsky, 1974). 
Issues of leadership (or control) and affection (or the degree to which 
individuals feel respected and liked by others) will always be 
present. 

College classroomis are no different. They are complex inter- 
personal arenas in which a variety of emotional reactions can 
influence how much is learned and how the participants feel about 
it. Richard Mann and his colleagues at the University of Michi- 
gan (1970) convincingly illustrated these college classroom phe- 
nomena by coding and analyzing individual comments of 
students and teachers in four introductory psychology classes. 
They offer a rich and insightful portrayal of this emotional 
substratum of college classrooms, detailing teacher roles, student 
types, and predictable changes over a semester (see Chapters Two 
and Three of this book). 

Dimension II deals with an instructor's awareness of these 
interpersonal phenomena and with his or her skill at communi- 


16 Mastering the Techniques of Teaching 


cating with students in ways that increase motivation, enjoyment, 
and independent learning. This is done in essentially two ways. 
The first is to avoid stimulation of negative emotions, notably 
excessive anxiety and anger toward the teacher. The second is to 
promote positive emotions, such as the feeling that the instructor 
respects the students as individuals and sees them as capable of 
performing well. These sets of emotions strongly affect students’ 
motivation to complete their assignments and learn material, 
whether their motivation is a desire for approval from the teacher 
or an attempt to meet their own personal standards. 

Dimension II is especially critical to success in one-to-one 
teaching situations. For most settings, however, Dimension II is 
not as critical to outstanding teaching as Dimension I, although it 
does contribute significantly to class atmosphere and the condi- 
tions under which students are motivated to learn. It should also 
be noted that Dimension I refers almost totally to what an instruc- 
tor does in the classroom, while Dimension II is significantly influ- 
enced by teacher-student interactions outside as well as inside 
class. Table 2 contains descriptions of teaching at three levels 
within this second dimension of teaching effectiveness. 

Dimension II is admittedly more controversial than 
Dimension I. No one is likely to advocate that teachers be vague 
and dull, though some professors may believe that clarity is all 
that is required for good teaching and see attempts to be exciting 
or inspiring as demeaning. However, less consensus would be 
found among college faculties about the place on Dimension II 
where an outstanding instructor should fall—whether he or she 
should be autocratic and aloof or democratic and approachable. 
Some professors sincerely believe that recognizing students’ per- 
sonal reactions not only is irrelevant to teaching content but also 
impedes students’ growth into mature and responsible adults 
because it indulges or coddles them. Other instructors are just as 
certain that a distant, autocratic style of teaching is a cruel vestige 
of the past and does not promote independent learning that is likely 
to continue when the class is over. Faculty holding this more human- 
istic position emphasize two-way interaction between teachers 
and students. Socrates is their ideal teacher, not the irascible 
“Herr Professor” of the nineteenth-century German lecture hall. 

In contrast to faculty disagreement about Dimension II, 
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Table 2. Dimension II: Interpersonal Rapport. 


Level of 
Interpersonal 
Rapport 


Observer’s Description 
of Teaching 


Impact on Students 


High: Extremely 
warm and 
open; highly 
student-centered; 
predictable 


Moderate: 
Relatively 
warm, 
approachable, 
and democratic; 
predictable 


Teacher appears to have 
strong interest in the 
students as individuals and 
high sensitivity to subtle 
messages from them about 
the way they feel about the 
material or its presentation 


Teacher acknowledges 
students’ feelings about 
matters of class assignments 
or policy and encourages 
them to express such 
feelings; may poll their 
preferences on some matters 
Teacher encourages 
students to ask questions 
and seems eager for them 
to express personal 
viewpoints 

Teacher communicates both 
openly and subtly that each 
student’s understanding of 
the material is important to 
him or her 

Teacher encourages 
students to be creative and 
independent in dealing 
with the material, to 
formulate their own views 


Teacher is friendly and 
personable to students but 
makes no great effort to get 
to know most of them 


Teacher announces policies 
and discusses student 
reactions to them if the 
students complain 


Teacher responds to student 
questions and personal 


Students feel that the teacher 
knows who they are and 
cares about them and their 
learning a great deal 


Students have positive, 
perhaps even affectionate, 
thoughts about the teacher; 
some may identify with him 
or her strongly 


Students believe teacher has 
confidence that they can 
learn and think 
independently about the 
subject 

Students are highly 
motivated to do their best, in 
part so as not to disappoint 
the teacher’s high expectation 
of them 

Students are likely to 
describe teacher as a 
“fantastic person” 


Students have little fear or 
anxiety about the teacher or 
their ability to perform 
successfully in the class 


Students know what the 
teacher expects of them but 
feel little responsibility to go 
beyond that level of 
performance 


Students are reasonably well 
motivated to complete 
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Table 2. Dimension II: Interpersonal Rapport, Cont'd. 


Level of 
Interpersonal 
Rapport 


Observer's Description 
of Teaching 


Impact on Students 


Moderate 


Low: Cold, 
distant, highly 
controlling; 
may also be 
unpredictable 


comments politely and 
without apparent irritation 
Teacher is relatively 
consistent and predictable 
in behavior toward students; 
gives ample notice before 
announcing requirements 
or changes in schedule 


Teacher shows little interest 
in students as persons; 
knows few of their names 
and may fail to recognize 
many of them out of class 


Teacher is occasionally 
sarcastic or openly 
disdainful about students, 
their level of performance 
in the course, or their 
nonacademic interests 


Teacher seems irritated or 
rushed when students ask 
questions or drop by, 
sometimes even during 
office hours 


Teacher simply announces 
requirements and policies 
and seems defensive or 
angry if they are questioned 


‘Teacher may be inconsistent 
and unpredictable, for 
example, by smiling when 
saying insulting things 
about students, by giving 
backhanded compliments, 
or by announcing 
assignments or 
requirements at the 

last minute 


assigned work and to 
perform well 


Students are likely to 
describe teacher as a “nice 
person” or a “good guy” or 
“nice woman”, 


Students feel teacher has no 
personal interest in them or 
their learning; some 
students may believe teacher 
actively dislikes them or is 
“out to get them” 


Students believe teacher has 
a low opinion of their ability 
or motivation to learn 
course content 


Students generally are afraid 
to ask questions, and only 
the boldest will voice a 
personal opinion 


Students are motivated to work 


primarily by a fear of failure 
or ridicule by the teacher and 
see assignments as something 
the teacher imposes on them 
Even if students are 
interested in the content, 
they may dread studying it 
or may rethink their previous 
desire to major in the subject 
Students feel uneasy in class 
or around the teacher and 
may sometimes experience 
significant anxiety or anger 


Students are likely to describe 


teacher as a “bitch” or “bastard” 
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the summary of research on student ratings shows that there is 
little question about which end of this continuum most students 
prefer. They prefer more democratic and approachable teachers 
(Uranowitz and Doyle, 1978) — provided first that the teachers are 
clear and interesting. Research indicates that students give rela- 
tively more weight to Dimension I than Dimension II (Keaveny 
and McGann, 1978; Marques, Lane, and Dorfman, 1979). 

Combining Dimensions I and II. Table 3 presents the full 
model in which Dimensions I and II form nine combinations or 
cells, each representing a unique style of instruction associated 
with different probabilities that students will learn to their fullest 
potential from instructors following that style. The nine styles are 
numbered in ascending order of overall effectiveness, with cell 1 
the least effective and cell 9 the most effective. 

Keep in mind that the nine styles of teaching are general- 
izations and will not describe every college teacher exactly; indi- 
vidual instructors may show elements of more than one type. 
Instructors in cells 1, 2, and 3 are less than fully competent. The 
“Adequates” will be minimally successful in lecture classes and 
with relatively compliant students but need increased interper- 
sonal skill to expand the range of students and situations in which 
they will be effective. Similarly, the “Marginals” need to improve 
their ability to present material. Teachers in cells 4 and 6 repre- 
sent the most unusual combinations of skills. The “Socratics” 
excel at promoting independent work and will be ideal for stu- 
dents and subjects well suited to seminars, Their approach will be 
inadequate in larger classes requiring lecturing, however. Con- 
versely, the “Intellectual Authorities” will be able to create intel- 
lectual excitement and promote achievement in students who 
are confident in their own abilities and comfortable with these 
instructors’ distant manner, but younger or less able students are 
likely to experience anxiety under such instruction. An “Intellec- 
tual Authority” is more likely to be respected than loved by most 
students. 

All instructors in cells 7, 8, and 9 are outstanding individ- 
uals who have unquestionably attained excellence at college teach- 
ing. Students are likely to describe “Masterful Lecturers” as those 
who captivate them by sheer intellectual force and motivate them 
to learn material because it seems a terribly important and excit- 
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ing thing to do. Students might also describe these cell 8 instruc- 
tors as a bit mysterious— persons they would like to know better. 
Many students do their best work under such a teacher. However, 
younger students or those with limited academic skills and confi- 
dence are less likely to benefit maximally from what this instructor 
has to offer. 

In contrast, students of “Masterful Facilitators” feel close to 
their instructors. Such instructors are likely to be able to stimulate 
independent work of high quality. They are sought out by students 
after class and are particularly effective in smaller, more advanced 
classes characterized by considerable discussion. “Masterful Facil- 
itators” are also likely to become important in their students’ per- 
sonal lives; students may come to them for advice or attempt to 
model their lives or careers after them. Both “Masterful Lecturers” 
and “Masterful Facilitators” have their fortes, but each is capable 
of providing competent instruction in all situations. 

The rare “Complete Masters” of cell 9 are able to perform 
superbly in both lecture hall and seminar room and to modify 
their approach so as to motivate all students, from the brilliant to 
the mediocre. Few if any of Epstein’s portraits reach this degree of 
flexibility; of teachers I interviewed, I can classify in this cell only 
one or two. 

Most students will do well under any cell 7, 8, or 9 instruc- 
tor, and are likely to rate all these masterful types highly, but they 
may prefer one type or the other. Some will be more comfortable 
with the impersonality of “Masterful Lecturers,” preferring to 
learn someone else’s view of the content. On the other hand, stu- 
dents desiring to express their creativity, to tackle learning more 
independently, or to have more personal relationships and 
individualized instruction will prefer “Masterful Facilitators.” 

Outstanding instructors, then, are those who excel at one 
or both of these two dimensions of teaching effectiveness. Every 
competent teacher must have at least moderate skill in each 
dimension, but there is considerable room for variation. My 
model assumes that some students will learn more under one style 
of instruction than another but that all students will learn more 
and prefer college teachers in the masterful cells. It also assumes 
that instructor skill on Dimensions I and II is distributed normally: 
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that is, that most teachers are competent, falling at the midrange 
of each dimension, and relatively few are above or below the 
norm. The lessons in the following chapters are designed to help 


those with less than adequate skills to improve and those already 
in the midrange to attain excellence. 


CHAPTER 2 


Understanding 
Classroom Dynamics 


The proper goal of the college classroom is ‘work,’ 
and only by understanding the obstacles to work that 
flow from the complexity of the teacher’s task, the 
students’ diversity, and the nature of group develop- 
ment can the teacher make his optimal contribution 
to this goal. Mann (1970, p. vi) 


We human beings are more capable of reason and logical, non- 
emotional thinking than other mammals, but we are also capable 
of emotional and irrational thinking. Emotions are a universal 
part of our lives. In the process of evolution, the emotional 
responsiveness SO essential in the fight-or-flight situations of pre- 
history has not entirely disappeared as new behaviors have been 
developed. Nothing from the past is lost as species evolve; new 
adaptations are selected and added on (Alcock, 1979). It is no sur- 
prise, then, that our uniquely human ability to think rationally, 
with little emotion, coexists with a highly emotional heritage. 
Human emotion in college education is a theme running 
throughout this book, but two chapters, this chapter and Chapter 
Four, deal with it especially. This chapter explores the many ways 
that emotions influence interpersonal rapport in the classroom. It 
discusses the positive emotions that encourage maximum effort 
and confidence and the negative emotions that sap both. The 
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relevance of instructor and student emotional needs to teaching 
and learning, and the strategies teachers and students show for 
handling emotions, are discussed in detail. Chapter Four deals 
with the role of emotions in creating intellectual excitement and 
the dramatic techniques available to college teachers for stimulat- 
ing their students. 

Even though college classrooms are dramatic arenas with 
intellectual purposes, faculty members and students have far 
more important relationships than that of performer and specta- 
tor. College courses are settings in which myriad interpersonal 
encounters, some fleeting and others involved, unavoidably occur 
between the participants. As in all interpersonal encounters, col- 
lege teachers and students use Strategies to maximize positive and 
minimize negative feelings about themselves. Though the groups 
have different interpersonal concerns, largely resulting from the 
different amounts of power they have in the classroom context, 
both seek to satisfy basic needs for affection and control. The ways 
in which instructors and students meet these needs produce pre- 
dictable interpersonal phenomena that influence the degree to 
which and the conditions under which students are motivated to 
master the content placed before them. 


Attitudes That Influence Classroom Interpersonal Phenomena 


Student Attitudes. Students vary greatly in the way they 
approach the work assigned and the degree to which they apply 


their intellectual talents. Some will do anything asked of them, 
dutifully reading every assignment on time and 


say, for example, “What goo 


d is psychology, anyway? What can 
you really prove about the re 


asons people behave as they do?” The 
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consistently cutting edge of class comments, openly critical ques- 
tions about content (often delivered with quick glances that seek 
support from fellow students), and the avoidance of eye contact 
and one-to-one encounters with the professor reveal such students 
as fundamentally angry and distrustful of instructors as authority 
figures. 

Fortunately, most students expect college teachers to be 
warm and friendly, and they are friendly in return. They smile 
frequently during class and talk warmly and informally after 
class. Friendly students are much more likely than their more 
fearful or angry peers to elicit from a teacher the positive behay- 
iors they seek. 

There is an important psychological principle at work here. 
Both students and instructors generally will be treated by others 
as they expect to be treated. Research on interpersonal percep- 
tions and behavior has clearly demonstrated an interactive effect: 
Personal attitudes tend to produce reciprocal attitudes in others 
(Jones, 1972; Altman and Taylor, 1973). For example, if a clerk 
in a store believes that customers are rude and inconsiderate, this 
attitude is likely to be evident, however subtly, and customers can 
be expected to be less friendly and considerate toward this 
employee than they might be in general. This principle of human 
interaction has been demonstrated in most interpersonal relation- 
ships, and college teachers and students are no exceptions. 

Teacher Attitudes. Just as students vary in what they expect 
from instructors, so instructors vary in what they expect from 
students. From the beginning of a course, some teachers trust 
students to be able, motivated, and enthusiastic about course con- 
tent, On the other hand, some college teachers have little initial 
faith in most students’ intellectual ability, commitment, or honesty. 
Fortunately, most instructors are not so bound by initial expecta- 
tions that their attitudes toward particular students cannot change 
as the term progresses. 

Instructors also have quite understandable emotional reac- 
tions to the ways students behave in and out of class. Anyone is 
likely to become angry at a student who calls at 11 P.M. to beg off 
from the next day’s exam and then fails to report for a scheduled 


make-up. It is also the unusual person who is immune to the urge 
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to give a little extra attention or grading consideration to a student 
whom he or she finds attractive. 

Class Morale. On occasion the class as a group appears to 
become caught up in common emotional concerns. This is most 
frequently seen as overall class morale—how eager the students’ 
faces appear on a given day, how responsive they are to questions 
and discussion. Class meetings just before and after exams are 
especially likely to demonstrate low morale, even an undercurrent 
of hostility toward the instructor. Many classes show a gradual 
decline in student enthusiasm and involvement over the course of 
the term, often with few cues as to why a good beginning turned 
sour. Group morale may even deteriorate so much that an overt 
rebellion occurs, with a few brave leaders petitioning the instruc- 
tor, dean, or department chairman on behalf of the entire class to 


protest some assignment or grading practice that the class consid- 


ers unreasonable or unfair. Fortunately, such occurrences are rare. 


College teacher morale may also vary over time. For many 
it wanes as the semester progresses, and, if an overt rebellion of 
the kind described above occurs, it may drop painfully low. Some 
teachers grow increasingly disappointed with student perfor- 
mance and mark time in the hope of a better class next term. But 
for others, the opposite pattern may emerge: Their satisfaction 
with a class grows steadily, and they find themselves bragging 
about what fine students they have this term. The last meeting of 
such classes can bring a genuine sense of loss to the instructor, of 
sadness that the course is ending. This change in morale, like the 
others previously described, is both predictable and understand- 
able. 

These, then, are some of the attitudes and interpersonal 
phenomena likely to appear in college classes. Some are a direct 
result of the individual psychology and social roles of students and 
teachers. Others result from the interaction of student and 


instructor concerns, the group dynamics that produce overall 
class morale or atmosphere. 
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interactions over time. The interpersonal dimension of college 
classrooms surveyed here will be referred to repeatedly in subse- 
quent chapters. For example, Chapter Three builds on these 
ideas to suggest specific teacher strategies for creating an engag- 
ing and satisfying group atmosphere that is likely to motivate stu- 
dents to work independently. 


The Psychology of College Teachers 


Some college teachers gain little satisfaction from meeting 
their classes and welcome the opportunity to spend their time at 
other academic pursuits, especially the scholarly research on 
which reputation, promotion, and salary depend. But many—in 
fact, I suspect, the majority —do receive considerable personal 
satisfaction from classroom teaching, though the culture in many 
schools and departments does not encourage them to express such 
satisfaction openly. Other than the mixed blessing of hearing 
parents brag to their friends about “my child, the college pro- 
fessor,” what are the common satisfactions that instructors gain 
from classroom teaching? 

Sources of Satisfaction. Student recognition of an instruc- 
tor’s accumulated knowledge about a subject is certainly impor- 
tant to all teachers. Teaching classes provides an opportunity to 
display knowledge and to validate implicitly the time and effort 
spent in acquiring it. Discussing one’s area of expertise with col- 
leagues and presenting papers at national meetings provide simi- 
lar arenas, but having a fresh audience, one not yet aware of how 
much the instructor knows about a subject, offers more certain 
acknowledgement of subject mastery. 

Teaching students what one knows also provides the warm 
satisfaction that comes whenever one gives away something one 
values, as when one purchases a present or composes a poem fora 
special occasion. Teaching is giving knowledge away, and many 
compulsive sharers of what they know, eager 
to pass on insights or facts to willing listeners. Teaching at any 
level is pleasurable for such individuals. People who find little joy 
in giving to others are likely to find less personal satisfaction in 
teaching than those who are intrinsically generous. 


college teachers are 
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For some college teachers, the opportunity to be in charge 
is attractive. In the classroom, instructors are absolute monarchs 
with considerable power to reward, punish, and control. Some 
find it satisfying to give students freedom to direct their own learn- 
ing; for them, pleasure comes from subtly controlling (or motivat- 
ing) students to behave autonomously. Others attempt to satisfy 
needs for power by controlling students directly. They try to 
preserve as much power for themselves as possible, lest students 
slip beyond their influence. 

Though classroom instruction inevitably requires public 
performance, being front and center is not universally exhilarat- 
ing. Many instructors find teaching pleasurable in spite of the fact 
it must be done standing alone in front of a group. Others, how- 
ever, clearly relish the chance to captivaté, to entertain, to 
astonish the audience that appears regularly to hear them. A fre- 
quently heard homily about college teaching is that “all great 
teachers are hams at heart.” It is not essential for teachers to be 
“hams” to be outstanding. Instructors who do enjoy performing 
are more likely to find college teaching rewarding, however. 

Many instructors take genuine delight in identifying, 
recruiting, and guiding talented students into their field. Satisfac- 
tion from this source usually increases as a teacher matures, but 
even graduate instructors are pleased when an able student 
decides to major-in their subject. It is not surprising that such 
gatekeeping activities can be rewarding: Who would not be flat- 
tered by having a student aspire to follow in his or her footsteps? 

Some college teachers derive satisfaction from forming per- 
sonal relationships with their students as a group. To help create 
such intimacy, they may make disclosures in class about their 
careers, their families, or even their pets. No doubt some instruc- 


tors dwell on themselves to excess in class (“Let’s talk about my 
favorite subject — 
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nity to get to know the professor well. Students encourage such 
relationships on occasion by inviting professors to meals, parties, 
or artistic or athletic events. Developing personal relationships, 
many of them lasting, with students is one of the most pleasant 
fringe benefits of an academic career. 

College teaching offers many potential satisfactions. How- 
ever, these satisfactions can easily be tainted or even totally de- 
stroyed by negative feelings about students and teaching. 

Sources of Dissatisfaction. Perhaps the most common way 
in which students reduce a teacher’s satisfaction is by failing to 
master course content sufficiently. At some time every instructor 
is likely to react with anger when reading student work that woe- 
fully misses the mark. Setting high standards can motivate 
students to do their best work, but an instructor who takes these 
goals too seriously is often doomed to disappointment. Even in 
the best of schools and classes, the quality of performance will 
vary from student to student, and the teacher who takes too much 
responsibility for what his or her students learn is likely to find 
teaching frustrating. Having high but realistic expectations for 
student achievement will help to preserve an instructor’s enthusi- 
asm for teaching. 

College teachers’ needs to control students also are fre- 
quently frustrated. They put considerable demands on busy 
students and are legitimately fearful that the students will not do 
what they ask. Course management fears nag any instructor, 
but such fears may be especially strong in teachers who are inexpe- 
rienced or are planning a new semester after an unsuccessful one: 
“What if the students do not do the reading? What if their papers 
n late (or not at all)? What if other faculty 
see me as weak and indulgent?” Questions relating to student 
classroom behavior also crop up: “What if they do not pay atten- 
tion in class? What if they do not even come to class? What if they 
do not respond to my attempts to elicit questions or discussion?” 
College teachers inescapably are authorities within the school or 
university organization, and they are responsible for enforcing 
rules and maintaining order. If the methods of controlling stu- 
dents used by an instructor are ineffective, teaching will not be 


are superficial or turned i 


satisfying. 
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Dissatisfaction resulting from student failure to learn ade- 
quately or submit sufficiently to an instructor's control is related to 
the formal role of the college teacher, to the duties that teachers 
are paid for and are clearly expected to perform. Students also 
have tremendous potential to sour the pleasures of teaching by 
rejecting an instructor in other ways, both personally and profes- 
sionally. 

It is easier to illustrate professional rejection and for an 
instructor to acknowledge disliking it. Because every college 
teacher has spent considerable time and energy mastering and 
promoting a subject, it is difficult to find pleasure at sharing this 
knowledge if students state or imply that the subject is boring or 
irrelevant. 

When students reject course content, it is easy to dismiss 
their scorn as reflecting their superficiality, but it is more difficult 
for an instructor to protect feelings of professional and personal 
esteem when students evaluate his or her teaching or intellectual 
competence negatively. Even a successful researcher who acknowl- 
edges to trusted colleagues his mediocre teaching skills will find it 
painful to be rated poorly by students. Though students are much 
more likely to attack course content or teaching skill than personal 
academic abilities, teachers are also vulnerable to classroom innu- 
endos, overheard remarks between students, or anonymous direct 
attacks (such as insulting notes slid under office doors) that deni- 
grate the instructor’s content mastery or intelligence. 

Instructor satisfaction and dissatisfaction affect the quality 
of teaching and learning in several ways. First, satisfaction and 
dissatisfaction interact with each other. Dissatisfaction obviously 
reduces the satisfaction a teacher receives. The reverse is also 
true: The more satisfaction instructors gain from students and 


teaching, the less vulnerable they are to occasional negative eval- 
uations. 


The kinds of activities that teachers find satisfying also tend 
to change over time. Initially, joy at having expertise and control 
confirmed when students respond enthusiastically to a given lec- 
ng. These simple pleasures become 
lty and initial challenge of teaching 
Ontinue to gain personal and profes- 


ture or discussion is rewardi 


less satisfying once the nove 
wears off. Individuals who c 
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sional satisfaction from classroom teaching are those who realize 
the widest possible range of satisfactions from it. Understanding 
the individual and group psychology of classrooms also increases 
a college teacher’s resistance to the kinds of perplexing, even 
troubling, behavior that students sometimes show. 

Types of Behavior Toward Students. Educators have long 
tried to define teaching styles and to measure how much learning 
each produces. In an excellent study of college classrooms, 
Richard Mann and his colleagues at the University of Michigan 
(1970) applied a system created for coding implied emotional and 
relationship messages of members of psychotherapy and self- 
analytic groups to four small (twenty-five students) introductory 
psychology classes. Each graduate instructor had taught the 
course only once previously. Data consisted of tape recordings of 
all class meetings over the semester and questionnaires given to 
instructors and students. Observers also attended all classes and 
took notes on nonverbal behavior. Those interested in a technical 
description of the Mann group’s methods and results should con- 
sult their book, The College Classroom: Conflict, Change, and Learning. 

In one of their studies, the Mann group used cluster analy- 
sis to concentrate the thousands of ratings of comments from all 
four instructors into seven independent clusters or dimensions, 


each of which describes a common type of behavior toward stu- 
poses, their seven dimensions can be further 
he amount of control used, the qual- 
uctor’s degree of satisfaction with 


dents. For our pur] 
reduced to three categories: t 
ity of affect shown, and the instr 


the class. ; 
The first of two clusters in the control category describes 


how actively the teachers directed classroom proceedings (lec- 
tured versus reacted to student questions or discussion). The sec- 
ond control cluster reflects the interpersonal distance the instruc- 
tors tried to maintain between themselves and students; some 
chose to maximize the distance by being formal, while others 
minimized it by treating students almost as equals. When the size 
of these clusters in Mann’s analyses is considered, it is clear that 
the way college teachers control students is the most prominent 
feature of their interpersonal behavior in classrooms. 

How instructors felt about students was also of considerable 
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importance, since three of the seven clusters are related to quality 
of affect. Teacher punitiveness—being openly critical of students 
or trying to make them feel guilty (“Your exams show that you are 
not taking this course seriously”)— was an important dimension. 
Positive instructor affect appeared as two independent clusters, 
teacher warmth and teacher enthusiasm. 

The third category of teacher behaviors identified by Mann 
reflects the way the instructors felt about themselves and their 
teaching. The two specific clusters associated with this category 
are expressed satisfaction (or dissatisfaction) with teaching (Iam 
pleased that we are only two classes behind schedule”) and appre- 
hension about the future (“I am afraid we will not have time to 
finish the syllabus if we do not move on”). 

Mann’s analyses demonstrate that there is significant vari- 
ation in the quality of affect that teachers show toward students, 
the type of control they attempt to use, and the degree of satis- 
faction they express. How do these teacher behaviors affect stu- 
dents and learning? 

Affective and Control Messages. Studies of human communi- 
cation demonstrate that all of us communicate far more than we 
Say—or think we say—in words (Watzlawick, Beavin, and 
Jackson, 1967). The tone of voice, the degree of inflection or 
emphasis, the expression on our faces, and the gestures we make 


communicate as much or more than our words. The context of 
particular statements also can affect, or even change completely, 
the way those statements are rece 


ived by others. For example, an 
instructor who remarks to a class, “I am glad you took the time to 
read the assignment — this time,” 


offends by adding “this time” to 
the compliment. If the class had b 


failing to read the assignment, s 
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choosing and write a term paper presenting what they have learned. 
The most emotionally neutral way to announce this requirement 
would be “I want you to write a paper covering the major ap- 
proaches to any topic in the course you wish.” No affective atti- 
tudes toward the students or their likelihood of success and no 
controlling messages are implied by this statement. 

If the instructor adds affective messages such as “I think 
you will enjoy selecting your own topics and thinking indepen- 
dently about them. I will look forward to reading your papers,” he 
or she conveys the expectation that the students will both enjoy 
and succeed at writing their term papers. In contrast, if the 
instructor adds, “I want you to show some independent thinking 
for a change and not just give me ideas you have copied out of 
books,” students could accurately surmise that the instructor has 
little faith in their ability to think independently or conduct them- 
selves honorably and is not looking forward to reading the papers. 
Though these examples are more obvious than those commonly 
occurring in college classes, they illustrate how the little addenda 
to instructor communications can determine their emotional im- 
Pact on students. 

The same assignment could also have been announced in a 
much more controlling way- More dominating but emotionally 
neutral instructions might be, “I expect you to write a paper cover- 
ing the major approaches to any important topic in the course. Be 
sure to do a thorough literature search and identify major themes 
or issues — see the reference desk at the library if you do not know 
how to do this—and use the last half of your paper to compare 
and contrast the major points.” By giving so many specific 
instructions on the way to proceed with the assignment, the 
instructor assumes a more dominant position with the students 


and consequently makes them more dependent. 
This announcement is also more directive than the original 


one because of two subtle changes in wording. The substitutions 
“I want” and “any important topic” for “any 
though apparently trivial, emphasize the 
lling and evaluative authority. It is more 
and to imply that the 
tor thinks is important. 


of “I expect” for 
topic... you wish,” 
teacher’s role as a contro 
controlling to “expect” than to “want” 
students should pick a topic that the instruc 
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Teacher messages that are overtly controlling or emphasize 
the hierarchical power relationship between teacher and student 
encourage students to be less independent. Whether a student 
finds such remarks positive or negative depends on how much the 
student likes having things structured by someone else; but exten- 
sive directions are more likely to be appreciated by anyone when 
associated with affection than when coupled with rejection. 


The Psychology of Students 


Though college students are not children, some college-age 
students are immature—more adolescent than adult. Some may 
be acutely sensitive to a teacher's criticism or control. Mature or 
not, all students want to be regarded positively and controlled 
democratically and will bristle if these needs are unduly frustrated. 
This section focuses on the emotional needs of college students, 
the typical classroom conflicts engendered by these needs, and 
individual differences in the ways students attempt to meet them. 
As with the section on the psychology of college teachers, the goal 
of this section is to increase instructor awareness of the emotional 
interactions of the classroom so that this knowledge can be used to 
enhance motivation and learning. 

Sources of Satisfaction. Every faculty member is aware that 
students differ in their interest in academics and motivation to 
achieve in school. A few students are so narrowly invested in the 
world of ideas that they completely disdain nonintellectual activi- 
ties such as athletic contests and social events. Other students find 
little pleasure in reading, writing, thinking, 
though their academic performance may be a 
most students at any school have at least a modicum of intellec- 
tual curiosity and find learning pleasurable for its own sake. They 
feel satisfaction from discovering answers, excitement at seeing 
how their minds work, appreciation of the arts, and confirmation 
of their ideas through discovery that others have interpreted 
human experience in Ways similar to their own. 

College study also provides Opportunities to meet the need 
for mastery, for meeting and successfully Overcoming challenges. 


or attending class, 
dequate. However, 
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This need also can be satisfied through nonacademic pursuits such 
as athletics or student politics, of course, and many students, 
unfortunately, have never learned to satisfy it through school- 
work. 

A related source of satisfaction is bettering one’s peers in 
competition. Competition for high grades and academic honors is 
the form of competition most apparent in the classroom. Experi- 
enced teachers appreciate the effort and high achievement that 
competitive needs can produce, but they also know that learning 
primarily to surpass other students does not lead to lasting satis- 
faction and can cause selfish or harmful behavior toward others. 
Skillful instructors are able to channel student needs for competi- 
tion into activities that promote learning rather than encouraging 
students to study just for marks. 

The three kinds of student satisfaction discussed thus far 
are all associated with the general human need to control events 
around us (White, 1963). By seeking information, mastering 
problems, and besting our fellows, we control our environment. 
Students also desire to have control in the classroom. Most do not 
attempt to direct the proceedings overtly, however, although a 
few are habitual rebels. 

It is easier for both compliant and rebellious students to 
feel in control with a predictable teacher than with a capricious 
one. Research on parental attitudes (Martin, 1975) and on 
leadership styles (Cartwright and Zander, 1960; Gibbard, Hart- 
man, and Mann, 1973) has shown that inconsistency creates 
almost as much anxiety as rejection. Most students are likely to 
find a class satisfying if they believe that they can successfully 
meet the demands of a challenging but predictable instructor. 

Primarily because they are human but secondarily because 
they are late adolescents, college students need affection and 
approval from others, especially authority figures. These needs 
are potent sources of satisfaction in the classroom, as shown by 
the importance of items related to such needs in the factor 
analyses of student evaluation forms. Foremost among these 
affectional needs is the desire for a personal relationship with a 
college teacher. Students’ often-expressed preferences for smaller 
classes may reflect this wish. As Kirkpatrick Sale argues so well in 
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Human Scale (1980), largeness in human institutions, whether 
neighborhoods, businesses, or governments, breeds an imperson- 
ality that few people find satisfying. College classrooms are no 
different. 

In addition to a personal relationship, students desire to 
have their instructor think well of them. Students need affection 
from college teachers, not as parents or lovers, but as adults who 
approve of them as learners and persons. Students find learning 
much more satisfying when they believe that their instructor likes 
and trusts them. 

Students also need the approval of classmates, and not only 


as friends or dates. Students wish to be seen by their classmates as 
academically able and also, interestingly, 


ate distance from the teacher. Most stu 
ments in class that their classmates m 
“sucking up to the teacher,” Though most classroom satisfaction 
of students’ affectional needs comes from teachers, a significant 
portion comes from other students, especially as individuals 
become emotionally invested in the class over time. 

Sources of Dissatisfaction. Like college teachers, students 
are vulnerable to a number of potential dissatisfactions in their 


academic lives. The mildest dissatisfaction students are likely to 
experience in the classroom i 


ship with their instructor. Ph 


as keeping an appropri- 
dents fear making com- 
ay view as foolish or as 


s the absence of a personal relation- 
ysical barriers such as size of hall and 
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what topics will be covered, what the assignments are, or what the 
teacher’s objectives are, they miss the sense of control that comes 
from knowing why the challenges that await them were selected 
and what rules will govern their evaluation. 

Student needs for mastery can be frustrated in several 
ways. Uninteresting or confusing presentations can dampen 
almost any student’s curiosity and desire to seek challenges. 
Though some students relish overcoming obstacles more than 
allenged, and classes that move too slowly, 
focus on obvious points excessively, or are devoid of even occa- 
sional references to critical questions are likely to be dissatisfying. 

Some students’ need for mastery is indistinguishable from 
their need to surpass their classmates by receiving higher grades. 
Unfortunately, it is difficult to design a course that satisfies some 
students’ competitive needs without frustrating others’ needs for 
success, Teachers share with athletic coaches the dilemma of 
handling students emotionally to avoid complacency among those 
who “win” and hopelessness among those who “lose.” Grades are 
exceedingly important to most students, especially those who are 
accustomed to receiving high or low ones. Like good coaches, 
skillful instructors are able to motivate all students to improve 
their performance and not become discouraged when they are less 
successful than they might wish. 

Because professors must evaluate students’ work, they 
assume a role as symbolic parent figures, which makes students 
vulnerable to the belief—correct or not—that the teacher who 
evaluation is rejecting or disapproving of them 
frequent than frustration of needs for 
g of being personally rejected bya 


others, all expect to be ch 


gives a negative 
personally. Though less 


control and mastery, the feelin bein; y i 
teacher can profoundly reduce motivation and satisfaction. 


Students may be fully aware that they are not intellectual 
giants or especially hard working, but they do not appreciate it 
when their teachers remind them of these defects openly. Neither 
do they need to be reminded that they have only a beginner’s 
grasp of a discipline and are not yet professional artists, scientists, 
musicians, or writers. Students do, however, need accurate eval- 


uations of the quality of their work. How can an instructor give 
accurate feedback without 


dampening students’ self-confidence 
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and motivation? The key is in the way criticism is given and the 
overall quality of the relationship within which it is given. Almost 
any student can benefit from an accurate evaluation of academic 
performance that is given with tact and affirmation of his or her 
basic worth as student and person. 

Complimenting students’ effort and enthusiasm before 
offering criticism reassures them that the instructor does not think 
them hopeless and helps them to hear specific suggestions for 
improvement without becoming upset. Criticism also is more likely 
to be well received if it is specific rather than general (“These two 
paragraphs are not connected” instead of “Your paper is 
disorganized”) and if it criticizes the product rather than the pro- 
ducer (“This paper is poorly written” instead of “You can’t write”). 
Carefully constructed criticism in which emotional support and 
specific feedback are combined will show a student how to im- 
prove without destroying his or her motivation to do so. Because 
most students consider teachers’ critical judgments indisputably 
valid, they may be devastated by negative comments untempered 
by tact. These considerations all point to the special need for 
teachers to actively seek interpersonal rapport with students so 
that students will be able to use the criticism certain to come later 
on. Even when positive interpersonal relationships are present, 


however, diplomatic skill is needed in order for teacher criticism 
to have a constructive effect. 


if such 
instruc 
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the class as a whole are poorly motivated (“You are not applying 
yourselves fully to your studies!”), superficial in their interests (I 
find it hard to understand how you can get so excited about a mere 
basketball game!”), or morally culpable (“It is elitist and insensi- 
tive of you to support that position!”) are more likely to produce 
guilt and dissatisfaction in students than to change their attitudes. 
Even a clergyman, who has a clear mandate to question others’ 
values and behavior, risks preaching to empty pews if he does not 
with assurances to the congregation 
that he cares about them and does not consider them despicable. 
College teachers who desire to improve their students’ character 
in addition to teaching them face a similar challenge. 

Types of Behavior Toward Teachers. Students are in no way 
passive pawns in the classroom game, doing just as instructed and 
keeping their emotions to themselves. Students communicate 
their personal feelings and expectations toward college teachers 
by their classroom behavior —the kinds of questions they pose, the 
ways they respond to an instructor’s questions, and the readiness 
with which they smile or meet the teacher's eyes. Students also 
communicate a great deal in one-to-one encounters before and 
after class or during office hours. Much student communication is 
subtle, however, and college teachers must be perceptive and a bit 
speculative to read the messages fully. Instructors skilled at creat- 

_ ing high interpersonal rapport with students are able to do this, 
whether their understanding is intuitive or acquired from 
deliberate study of the complexity of interpersonal communica- 


tions. 

The Mann studies (19 
instructors present a rich portrai h 
ings and behavior toward classroom 1! 
colleagues performed a cluster analysis of student comments to 
identify eight different types of students in terms of the emotional 
messages that the students expressed over a semester. Some stu- 
dents were compliant, some anxious, some oppositional, and a 
few independent. Because the classes were small and characterized 
by considerable discussion, most students (80 percent) made 
enough comments to be classified. Other data available on each 
student—SAT scores, overall GPA, and questionnaires about 


temper his moral criticism 


70) described in the section on 
t of the varieties of student feel- 
nstructors. Mann and his 
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Predictable Changes in Class Rapport over Time 


Studies of group behavior have demonstrated that the ways 
in which people attempt to meet need 


analytic groups. A predictable sequence of 


the life of every group, structured or 
unstructured (Cartwright and Zander, 1960; Shaffer and Galin- 
sky, 1974), 


Regardless of who is officiall 


ity always occurs at the end. Sadness is 
common as members wi ir emotional investment in the 
leader and each Other, 
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clearest explanations of the reason why small groups change so 
regularly is Robert Bales’s differentiation between task needs and 
maintenance needs in groups (Bales, 1950; Bales and Slater, 1955). 
Task needs relate to the work of the group, its external purpose. 
Learning course content would be the task of a college class. 
Maintenance needs are the personal needs of the members, pri- 
marily needs for control and affection. Bales’s critical points are 
that both types of needs must be met and that groups vacillate 
over time between meeting primarily task or primarily 
maintenance needs, each type always being met at the expense of 
the other. For example, a group that works exceedingly hard to 
mee. a production deadline (focuses most of its energies into 
meeting its task needs) will necessarily create a relative depri- 
vation of the members’ needs for relationships with each other 
(their maintenance needs). After a long stint of heavy investment 
in the task, dissatisfaction will increase to the point that work 
effectiveness decreases greatly. (Employee slowdowns or strikes 
are extreme examples of maintenance deprivation.) At this point, 
the group must hear grievances or reconsider its operating proce- 
dures (systems of leadership and division of labor) to right the 
balance. When the group spends time on enhancing personal 
relationships, pressure for meeting its task needs increases, and 
the focus must swing back to the work at hand... and so forth. 
The implication of this theory for group and organizational 
leaders (including college teachers) is that the best way to avoid 
large swings back and forth, the kind of swings that wreck pro- 
duction schedules and lead to employee unrest, 18 to attend to the 
maintenance needs of groups at the outset rather than waiting un- 
til members force the leader to show concern for them. This 
book’s emphasis on personal teaching is based on this a 
accepted principle of organizational leadership: EEPE 
attempting to meet the emotional needs of KE EE ers irom 
the outset leads to greater work (or learning) in t e long er 
Mann’s group applied these group dynamics pg es to 
time trends in their classroom data. They found ae al as 
larity in the patterns of students’ and pease > ya an ; con- 
trol strategies over the semester, even thoug . e sei asses 
differed in overall teacher effectiveness and student satisfaction. 
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Mann’s description of “the natural history of the college 
classroom” rings true for most experienced college teachers. 
Newer instructors can benefit greatly from being aware of the pre- 
dictable stages Mann describes. The following discussion of the 
typical emotional Progression of a college class over a semester 
has been adapted from Mann’s empirically-derived stages. 


Regardless of whatever underlying fears students and 
instructors may hold, colle 


air of optimism and 
usually arrive early fo 
this course and their 


expectations, 
about being a college instructor, 


tructor will be authori- 
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positive attitudes arise from initial expectations more than actual 
experience, however, and so they must eventually be questioned. 
. The “era of good feeling” ends with a relatively sharp drop 
in satisfaction and rise in anxiety among students and instructors. 
In Mann’s four classes, this occurred after six to eight meetings 
(about four weeks). Even the class that has been working well 
must now swing back to address emotional needs. This drop in 
morale occurs at four to six weeks even in classes without an exam, 
though first exams often are given about that time and are fre- 
quently the focus of student dissatisfaction. Giving an exam or 
graded assignment speeds up the revolt by dramatizing the 
teacher’s evaluative role. Grading students’ work reminds instruc- 
tors that student mastery of content is never as complete as they 


had hoped and that their relationship with students is unavoid- 
ollege teachers’ morale drops too. 


ably an evaluative one; thus, ci 
Fortunately, college teachers can be assured that the drop 
na more realistic period of 


in morale is usually brief and ushers i 
satisfaction and independent work. The optimal work atmos- 
phere, in which students more readily participate in discussion 
and show independent thinking and work outside class, falls in 
most classes in the middle third and last half and, according to 
Mann’s thinking, couid not occur without the emotional crisis that 
precedes it. This optimal work atmosphere can be extended by 
fostering positive interpersonal relationships, but it cannot be 
gained too quickly or by simple gimmicks such as class picnics. 
The end of a class is emotional for everyone. During the 
last few class meetings, students often become anxious about the 
final exam and course grades, but this anxiety rarely reaches the 
height attained just before the first exam. Students now are com- 
monly dissatisfied that the course is ending, even if it has not been 
particularly satisfying to them. College teachers may be disap- 
pointed that they were not able to present more material or to help 
students master it more fully. Though dissatisfaction expressed in 


the last few class meetings (especially the final meeting) usually 
dents and instructors are also sorry to 


s come to an end. They shared an 
the class, and are sad to say good 
been high, it is not 


concerns course content, stu 
have their personal relationship: 


important common experience, 
bye. In classes in which student morale has 
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uncommon for students to ask the instructor personal questions 
during the last class, as if to make a final attempt to be intimate. 


Some students in every course, to be sure, are happy to 
have the class end, to move on to a vacation or a new course. In 
highly unsatisfactory classes, the last few meetings are occasions 
for such students to express dissatisfaction openly. Teachers as 
well frequently feel the need to share negative feelings they hold 
about the class. Regardless of the specific kinds of feelings ex- 
pressed, students and instructors need at this time to communi- 


cate the way they feel about one another, and these needs will take 
precedence over the course content. 


Emotional needs durin 


on the semester coming to an end (Eble, 1976). Because students’ 
ratings of instruction are a major vehicle through which to com- 


the course and instructor, the last 
y apt time to administer rating question- 


CHAPTER 3 
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Developing 
Interpersonal Skills 
and Teaching Style 


Social events early in the term do not harm the 
development of rapport but have limited power 
to produce it, are not likely to be attended by the 
students who most need rapport, and cannot offset 
distancing or rejecting remarks by the teacher 


in class. 


Some college teachers try to promote rapport and reduce their 
classroom image as authority figures by dressing casually, encour- 
aging students to call them by their first names, or giving students 
considerable freedom to select the work they do. Others encour- 
age informal interaction with students outside classrooms by 
scheduling conferences, sponsoring parties or picnics, inviting 
students to lunch, or holding class meetings outside on the grass 
or in their homes. Unfortunately, none of these strategies ensures 
satisfied students. Furthermore, none are necessary for interper- 
sonal rapport to develop and for students to be highly motivated. 

The students most likely to call the instructor by his or her 
first name or to accept social invitations are the ones who already 
feel relatively comfortable, not those who are most in need of 
Special attention. Many students find the novelty of calling their 
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instructor “Bill” or “Betsy” refreshing for a while, but, like the 
honeymoon period near the beginning of a course, this comfort is 
superficial and is no quick substitute for a real relationship 
developed over time. As Kenneth Eble observes in The Craft of 
Teaching (1976, p. 73), the best strategy for developing rapport 
“may be no more formal than providing excuses and opportunities 
for easy talk.” One-to-oné interactions with students in the second 
half of a course are likely to be more meaningful than those that 
occur earlier. The subtleties of a college teacher’s behavior toward 
a class throughout the term do more to produce an optimal class 
atmosphere than sweeping structural changes at the beginning 
(“Lets move the chairs back and sit on the floor”). 

This chapter suggests specific ways in which college 
teachers can foster relationships with students that promote moti- 
vation and satisfaction. The techniques presented here were col- 
lected from books on college teaching and observations of out- 
standing teachers. They are organized into groups of techniques 
dealing with (1) fostering personal relationships with students, (2) 
obtaining regular feedback from them, (3) motivating students to 
work through effective classroom leadership, (4) showing special 


attention to certain types of students, and (5) handling miscella- 
neous interpersonal issues. 


Fostering Personal Relationships with Students 


The easiest way to begin forming personal relationships 
with students is to learn their names. Nothing so impresses stu- 
dents as a college teacher who makes a serious effort to get to 
know them as individuals. Any instructor can learn to match up 
to 50 student names with faces in the first few classes if he or she 
approaches the task with a positive attitude and commitment. 
With practice, some may be able to learn up to 100. Learning 
each student’s name is so effective at promoting rapport because it 
begins personal contact immediately but does not seem forced, 
pigs or intrusive. When we meet a new colleague, we learn his 
or her name as the first step in formin i i ip; so 
it should be between dolere teacher paiya oo 


The following paragraphs describe a name-learning strategy 


Developing Interpersonal Skills and Teaching Style 47 


that has been successful for many instructors. Other general tech- 
ry can be used (Cermak, 1976) but, 


niques for improving memo 
thod will require effort to 


like the system advocated here, any me 
be effective. 

Begin by introducing yourself on the first day of class. 
Then hand out index cards and ask the students to write the usual 
information about themselves (plus whatever else you would like 
to know) on the cards. Be sure to ask them to indicate what they 
would like to be called. Then, ask them to add anything else they 
wish you, the instructor, to know. This asks the students to reply 
o all of them by making individual 
he instruction “Add whatever you 


wish,” politely pressures them to divulge a bit of themselves. Most 
students will add nothing, but a few will dutifully list other 
courses they have had in the subject or their extracurricular acti- 
Vities; a few will attempt to show off their wit or political attitudes, 
demonstrating what interesting persons they are. bes, 
It helps to have reviewed the names ona preregistration list 
beforehand, even though these lists are never completely accu- 
rate. Certain first names are common, so make a mental note of 
how many Jims, Bobs, Kathys, Kims, Lisas, and so forth are in 
the class. Consulting “face books” (annuals or other directories 
with student pictures) beforehand will make learning the names a 
little easier, but it is ineffective to attempt to learn all the names in 
this way before the first group meeting. Learning them in class re- 
quires a large amount of eye contact, and this may contribute as 
much to the growth of the individual relationships as your perma- 


nent association of face and name. | K , 
After asking students to pass in their cards (grouping them 

+ 3, 
by rows makes things a bit easier), read off each student’s name 


and move near enough to the appropriate row to be able to see 


that student's face distinctly. You need make no effort to learn 
last aames at this times first names will suffice for calling on 
a personal relationship. You will 


students in class and beginning ¢ 

learn last names almost automatically when you grade and record 

the first exams or papers- 
Note on the card ot 

needed, but concentrate On look 


to your personal introduction t 
introductions of themselves. T 


ation about each student if 


her inform: 
he students’ faces, 


ing directly at t 
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forming a visual image of each face while silently saying the 
matching first name over and over. Then go on to the next card, 
and so forth. After every three or four students, make a quick 
mental note of the first names you have just learned, and ask 
again for any that you cannot recall. Practice the whole row once 
more before moving on to the next one. The key to doing this 
activity well is to control any anxiety or embarrassment you may 
have at taking class time for it. If you find yourself going too fast, 
starting to get tense, or immediately forgetting names, make a lit- 
tle joke or ask a casual question of an occasional student (“How 
far is Lake Forest from the Loop?”). 

When you have gone through the whole class, set the cards 
aside, begin at the first row, and attempt to call each student’s first 
name. Students do not expect an instructor to be able to do this 
immediately, so you have nothing to lose. Even if you have for- 
gotten over half the names, conti 
Tell the stud 
tant and tha 
each class u 


believe that you really do want to get to know them if you put this 


e first class, practice call- 


class, but do not be disconcerted if you can remember only a few 
of the faces with confidence. 


than at the beginning of class. 
Continue goin 


g through the students’ names at the begin- 
ning and end of each 


class and Picturing the faces from the cards 
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each day until you can say every name correctly the first time. By 
the third or fourth class meeting it is usually no longer necessary 
to call every student’s name; you can scan the room before class 
and call only those about which you are not completely confident. 
In addition to these steps, use students’ names as much as possible 
when calling on them in class, answering questions after class, 
or meeting them on campus. This helps to solidify initial learning, 
and you will rarely forget the names during the rest of the semes- 
ter. 

This no doubt seems like a lot of time to spend on such a 
modest goal—and instructors who pursue it report that it does 
require effort and commitment, especially at first. Most find that 
their memory for names improves over successive semesters, 
however, and that the resulting rapport is well worth the invest- 
ment. Learning names is the most important single thing a college 
teacher can do tò communicate to students that he or she values 
them as individuals. It also satisfies the instructor’s need for per- 
sonal contact with students and opens up other channels to per- 


sonal relationships with them. 


Another way to develop rapport with students is to come to 


class five to ten minutes early, especially before the initial class 
meetings. This conditions students to expect to start on time and 
also provides opportunities to chat informally with them before 
class or for them to approach you about their concerns. Similarly, 
Staying after class accomplishes educational as well as inter- 
Personal objectives by allowing in-depth discussions of the content 
just presented. Most students will not come up after class, 
however, whereas before class you have a chance to contact the 


students who are unlikely to approach you afterward. 
office hours are a traditional way of communi- 


ents, though only a minority will use 
them, and it is rare for a student to come by during the early 
weeks of the term. Because students expect college teachers to 
Post office hours and want to know that they can come by without 
an appointment, it is very important to do this. Being available 
Over a large number of hours does not increase the personal inter- 
est that students perceive, however; two or three hours per week is 
usually sufficient. The last section of this chapter offers specific 


Announced 
cating accessibility to stud 
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suggestions on ways to achieve maximum interpersonal and educa- 
tional value from individual conferences with students. 

In addition to being available during regular office hours, 
offer to schedule meetings at other times as well. Students will 
take your interest in being accessible to them for questions or dis- 
cussions more seriously if your home telephone number is listed 
on the course syllabus and you encourage them to call you in the 
evening and on weekends (“But never after 10:30 at night!”). Few 
students will call, but all will view the invitation as a serious indi- 
cation of your commitment to communicate with them. The acces- 
sibility you offer will take little time in actuality and will be more 
than repaid by the positive attitudes you will create in the class as 
a whole. 

Anything you can do to show interest in students as indi- 
viduals will help to Promote rapport. For example, one outstand- 
ing teacher I interviewed reported that he regularly scans the stu- 
dent newspaper (especially the letters to the editor and sports 
news) for the names of any of his students so that he can congratu- 
late (or console) them or merely acknowledge seeing their name or 
letter. Other teachers make a special effort to attend athletic and 
artistic events in which their students are involved. For these tech- 
niques to be effective, however, a teacher's interest must be genuine. 


Soliciting Feedback from Students 


Giving students many opportunities to communicate and 
listening carefully to them can be valuable for a number of 


1978). Interpersonal relationships 
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and asking students to ask a question about you or the content or 
anything they want to say about you, 
the course, or the subject. Stress that they are free to question or 
commen: anonymously but that you will write a personal reply if 
they sigu their names. Circulate more cards than students, and 
point out they can send in two cards (signed and unsigned) if they 
wish. Offering this opportunity for personal communication with 
great latitude in the ways that students may choose to comply 
(including not at all) says implicitly that you care what they think 
but respect their privacy. This method makes it very easy for stu- 
dents to say what is on their minds. By writing personal notes in 
reply you will complete the communication circle, strengthening 
the personal relationship. Some college teachers who use this 
method hand out cards as frequently as every third class meeting, 
but students become less interested in filling them out as the 
semester progresses. Using the technique after about two weeks of 
class and once again after seven Or eight weeks (or whenever class 
morale seems low) is usually sufficient. ws 
Student questions and comments are commonly divided 
about equally between substantive topics and personal subjects. 
When you answer their content questions, you obviously aid their 


learning. When a student comments on your style of presentation 
at the end of phrases” or “You jingle your keys in 
ting”), paying attention to the com- 


ment may improve your teaching. Even if students write ine 
think of anything at this time,” they are still relating to lite ost 
will ask important questions and will greatly appena e notes 
you write in reply. Using this technique to active y solicit com- 
ments from each student (including the quieter ones) 2 a non- 
demanding way provides useful feedback on os i ing a 
establishes the personal relationships with a class from whic 
satisfaction and motivation spring. 
As important as fostering perso 
ing feedback from students are, these 


teaching success. College teachers mus 
arene proceedings and motivate students to work. Students 


will be more motivated to please those whom E = 
about them, but instructors also need effective methods of class- 
5 


make a personal comment — 


(“You mumble 
your pocket and it’s distrac 


nal relationships and seek- 
goals are insufficient for 
t also be able to control . 
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room leadership. The following section outlines some ways for 
classroom instructors to control students subtly through careful 
attention to the language chosen when trying to influence them. 


Indirect Classroom Leadership 


Some instructors believe that being liked by students and 
ually exclusive—that students do 


with them, it is necessary for 
in control for the students to be 


style of leadership to which the 


ehavior while giving the illusion of personal 
freedom (Bandler and Grinder, 1975). This sort of control is 


advantageous because it leads students to take responsibility for 
their own behavior— become controlled from within — rather than 
expecting others to exercise control. 


How is indirect control accomplished? In Chapter Two the 
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example of the complex messages an instructor can give when 
announcing a term paper illustrated the importance of the way an 
assignment is presented. When announcing a course assignment, 
college teachers emphasize the formal dimension of their relation- 
ship with students when they say “I require,” “I expect,” or “You 
must.” In contrast, saying “I would like,” “It is my hope,” or “You 
will probably want” emphasizes the instructor as person rather 
than as authority. Using these words implies that the students will 
choose to do something because it is what they, or someone they 
like, wants rather than because they have been coerced. Word 
choice may seem trivial, but research in human communication 
has demonstrated that subtleties of language strongly influence the 
leadership relationships that develop in a group over time, chiefly 
how much persons with less power resent those in charge (Watzla- 
wick, Beavin, and Jackson, 1967). College teachers who use more 
egalitarian language promote independence among students and 
are at least as likely to have assignments completed as those who 


are more authoritarian. 


Another way to control students indirectly is to give a ra- 


tional justification for assignments. If students see the work asked 
of them as consistent with their own goals, they are less likely to 
respond to it simply as a frustrating task imposed by an educa- 
tional authority. There are many sound reasons for a college 
teacher to formulate course objectives (see Chapter Seven), not 
the least of which is that sharing objectives with students makes 
them more likely to see requirements as something they want to 
do rather than as something the instructor says they must do. 
Giving students choices whenever possible also increases 
their feeling of freedom in the classroom. This does not mean tak- 
ing the first few class meetings to formulate course objectives or 
agree on assignments in order to enhance the group’s ownership 
of the course. It means giving students choices about a few deci- 
sions of much smaller consequence, such as whether to have an 
‘exam on a Monday or a Friday oF whether to schedule a film dur- 
ing class or in the evening. Giving students choices between options 
that are consistent with the instructor's objectives and the avail- 


able time tells them that the ecognized and will 


ir preferences are r 
be considered whenever possible; thus, interpersonal rapport 1s 
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also enhanced. At the same time, the fact that the instructor exempts 
important decisions about requirements from a class vote commu- 
nicates to students that he or she is firmly in charge. 
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material. They often prefer lecture to discussion classes. Because 
they always do what is-asked, compliant students usually do 
moderately well on exams, but they are unlikely to show much 
independence or creativity. As might be expected, the percentage 
of compliants (10 percent in Mann’s sample) is greater among 
freshmen and steadily decreases with age. The most important 
characteristic of these students is that they are content to support 
the status quo and never question authority. 

College teachers can help compliant students become more 
independent by initially accepting their dependency. Once the 
students come to believe that the instructor accepts them, the 
instructor can ask them to show more independence. For exam~ 
ple, the teacher might write on an exam or paper, “You showed 
mastery of the material presented in class and assigned readings. 
Good work! I think you are now ready to add some of your own 
conclusions and critical evaluations to what you are learning so 
well. Include one or two of your own views next time in addition 
to presenting what others have said. Keep up the good work.” 
This strategy supports what is admirable and effective about the 
students’ preferred style while encouraging them to grow toward 
independence and maturity. 

Anxious-dependent students are very common (26 percent of 
the Mann sample) and can be spotted early by their excessive con- 
cern about grades. Like compliant types, anxious-dependents 
want to learn exactly what the teacher wants them to know—but 


these fear that they will miss something. They are likely to ask the 
they can get them word for word. 


teacher to repeat definitions so 
Compliant students generally trust teachers and assume that the 
nxious-dependent 


grades they receive are justified. In contrast, anxic 
students distrust teachers and expect trick questions or untair 


grading practices. Their combination of high ambien, es 
and suspiciousness suggests that they feel angry about having less 


i -onal setting than they would like. a 
ia ee P requently hold low opinions of 


Anxious-dependent type pini 
their oon wonk K evaluation not entirely unfounded; their ver- 
bal SAT ; were the lowest of the eight types studied by 
ya ds them to make a 


i lea 
Mann. Teds, perhaps this selFdodbt that 
great show a 4 academic effort. These students commonly 
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come to exams looking frazzled and stay until the last possible 
moment, rechecking their answers or adding “just one more sen- 
tence” here and there. Because of their excessive anxiety and rela- 
tively limited abilities, their work is frequently unimaginative, 
mediocre, or erratic. It may be packed full of memorized details 
and definitions but be lacking in conceptual complexity. How- 
ever, having their work evaluated poorly merely confirms their 
pessimistic expectancy and reinforces this pattern of overly anx- 
ious and dependent behavior. It is easy to understand why such 
students prefer lectures to discussion. 

It is hard for a teacher to avoid becoming frustrated, angry, 
and rejecting of anxious-dependent students. Still, when one of 
these students whines, “But how are we supposed to know which 
of these names is important?” the wise teacher counts to ten. 


between “important” and “unimportant” names. A better response 


estion. I guess some of the people 
had more impact on the field than 


valuate the persons being studied—and 
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Discouraged workers, Mann’s third category, make comments 
in class that communicate a depressed and fatalistic attitude 


toward themselves and their education. Like compliants and 
uraged workers see themselves as hav- 


anxious-dependents, disco 
Some may have worked so 


ing little control over their learning. 
hard to earn high grades in the past that they no longer find learn- 
ing pleasurable; they have burned out. Often they are older 
students coming back to school after a stint in the military or work 
force who find it hard to regain their youthful enthusiasm. Some 
have jobs or families and are more likely to be physically tired and 
preoccupied than the typical “college kid.” Any of these circum- 
stances can dampen curiosity and lead to joyless learning. 
Though classes appear to offer little pleasure to this small group of 
students (4 percent in Mann’s sample), they can be made into active 
Participants by an inspiring teacher. 

Recognizing that certain students are chronically discour- 
aged or resigned calls for a special effort to pick up their spirits. 
Written compliments on their best work (admittedly a difficult 
task if they have done poorly) are good, but face-to-face conversa- 
tions are even better. The instructor should look for some excuse 
to engage them in small talk before class or ask them to stop by for 
a conference during office hours. Openly acknowledging that he 
or she has noticed their low morale and wants to understand them 
better may be the best help a college teacher can give discouraged 


workers. 

Independent students take what instructors have to offer and 
pursue their own goals in equal measure. They are comfortable, 
(perhaps even detached or aloof) in doing what is asked of them, 

and do not balk when 


usually prefer seminar to lecture classes, ) whe 
asked to formulate their own thinking about a topic. The majority 


of independent students are high participators, make friends with 
instructors easily, and identify with them to some extent, much as 
many graduate students relate to their professors. They are ideal, 
mature students, the 0 can count ae to discuss and to 
perform at a consistently high level. In Mann's population, 12 
percent of the students were in the independent group and, not 
surprisingly, they were more frequently juniors s i pe 
pendent students rarely present problems for teachers, but, 1t the 


nes a teacher 
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quality of instruction is poor, they are most likely to be selected as 
spokesmen for the group’s grievances. i 
Independent students do not require much special atten- 
tion other than the just desserts of their achievements. The 
instructor should acknowledge their independence and encourage 
them to use it to go beyond what might be expected of others. The 
key to dealing with such students is deciding whether they are 
exhibiting genuine independence or rebellion. The best test is 
their past performance on structured tasks. , 
Heroes resemble independents in their identification with 
the teacher and their preference for independent or creative work. 
They lack the detachment of the independents, however, and 
seem anxious to make the teacher notice immediately what great 
students and interesting people they are. Most critically, heroes 
routinely fail to deliver on their initial promise. They are the erratic, 
optimistic underachievers who initially excite an instructor with 
their intensity and grand plans for independent projects, only to 
disappoint later with poor execution. Heroes would very much 
like to be the independent, creative students they see themselves 
as being, but some underlying hostility toward authority figures 
or inability to maintain their commitment to a goal prevents them 
from playing this role to the end. Ten percent of Mann’s students 
fit this classification, and almost every class has one or two. 
Heroes make certain that the teacher notices them very 
early. They frequently stop by after the first class to let the 
instructor know how interested they are in the subject and how 
much firsthand knowledge of it they already have from previous 
reading or work experience. Their initial comments in class may 


impress the instructor and raise hopes that he or she has run 
across an unusuall: 


th , never admitting that they 


omments, however, usually 
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These examples suffice to make the point: Heroes promise 
much but usually deliver little. This is particularly sad because 
they are usually quite capable students with very high expecta- 
tions for themselves. Their failure to live up to their potential 
often results from a fear that they might not be able to live up to 


their heroic ideal even if they try their best. Because they typically 


make friends with the instructor right off, they can be enticed to 
ful handling. Still, they are 


perform more consistently by skill 
l potential until their impul- 


unlikely to work up to their intellectua 
sive temperament is stabilized by increased maturity. Though 


most heroes have poor academic records in spite of their high 
SATs, so-called late bloomers in this group sometimes settle down 
during their junior and senior years and receive better grades. 
Heroes occasionally drop out of school to work for a year or two 
and return as more mature and better students with high graduate 
or professional aspirations. Heroes typically have high, even 
grandiose expectations for themselves, and many are capable of 
outstanding careers if they lower their expectations slightly and 
resolve their ambivalence about authority and achievement. 

Giving heroes the independence they claim to desire almost 
never improves their performance; it reinforces the special attitude 
they hold about themselves without making them responsible for 
living up to it. It is better to encourage heroes to channel their 
energies into meeting the more structured requirements of the 
course first. For example, instead of letting them select a term 
paper topic more ambitious than that assigned to the whole class, 
the wise teacher will suggest that they use their special skills or 
insights to produce a tightly reasoned, well written, polished 
paper on the common topic. Such a suggestion reinforces the high 
opinion these students have of themselves but says that they will p 
not be free from the limits imposed on others. 

Heroes are more likely to produce good work if given such 
special handling. To be successful in motivating heroes, a college 
teacher must maintain a good relationship with them over the 
term. Heroes are very prone to withdraw their initial investment 
in the course and put their energies elsewhere. If heroes believe 
that an instructor expects great things of them, they are more likely 
to live up to their own billing —but only if the instructor keeps 


close tabs on them and applies persistent, soft control. 
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A sniper is a hero who is hostile toward college teachers, 
unlikely to approach them, and filled with cynicism. Like heroes, 
snipers (9 percent in Mann’s group) have very high expectations 
and positive images of themselves, but they have little hope that 
the world will recognize their worth or give them a fair chance to 
demonstrate it. Their hostility seems untempered by positive feel- 
ings. They are habitual rebels who sit as far from the instructor as 
possible and often comment with cutting remarks. Some also 
show their rebellion by wearing unusual or provocative clothing 
to class. Because they apparently feel guilty or fearful about their 
hostility, they retreat quickly when questioned about their sallies. 
Unlike heroes, who never seem to tire of debating, 
their colors after the first salvo is fired. 

As with anxious-dependents, the instructor’s first task in 
forming positive relationships with snipers is to control anger 
toward them. Their hostile comments often should simply be 
ignored. Ignoring snipers does not break through their hostility to 
form a relationship likely to lead to work or change on their part, 
however. A more fruitful, but more difficult, approach is to respond 
enthusiastically to the snipers’ comments, emphasizing what is 
Positive and ignoring what is hostile. For example, suppose a 
sniper criticizes a nineteenth-century political leader for having 
racist, sexist, or elitist attitudes. The instructor might say in re- 
sponse: “That’s an interesting point, and it raises an important 
dilemma for the historian: How can we look at distant events 
through the eyes of the people of that era, rather than coloring 
them with contemporary values? We will discuss historical meth- 
ods again in a few weeks. For now, let me say that I very much 
sympathize with your concerns and I suggest that all of us try to 
imagine why this leader did what he did given the way that he and 


snipers strike 
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these students’ hostility and make it easier for them to put forth 


their best efforts. ? 
A smiling offensive — eagerly seeking them out—does not 
generally work well with snipers, especially early in the term. 
Approaching snipers makes them more uncomfortable, so they 
become more hostile in order to distance themselves from the 
instructor, A better strategy is to praise their class comments as 
much as possible, make lengthy and careful notes on their exams 
or papers, and wait vigilantly for chances to start personal conver- 
sations with them later in the course. By that time they can some- 
times tolerate short conversations of a personal nature, but even 
then they will seek out the instructor only rarely. As the Mann 
study showed, snipers do respect authority, and they will become 
even more hostile toward a college teacher they see as weak. The 
snipers’ hostility stems from discomfort with authority figures and 
protects:them from close contact with them, but such students 
may actually desire closeness and welcome someone who makes 
contact without scaring them away. f l ] 
Altention-seeking students (11 percent in Mann’s group) enjoy 
coming to class mostly to socialize with other students or the pro- 
fessor. Like heroes, they are fond of discussion; they love to talk. 
For them, social needs predominate over intellectual ones. They 
are pleasant to have in class, and many will form close personal 
relationships with an instructor. Attention-seeking students are 
capable of good work if it is made clear that they must work well 
in order to be well thought of by the instructor or other students. 
These students like to organize group review sessions or class par- 
ties. Thus, they fill a useful role in class as what is knot in group 
dynamics literature ` as “social-emotional leaders. Attention- 
seekers are no less intelligent than other students, Just less intel- 
lectual. However, like discouraged workers, they are easily influ- 
enced by others, and a skillful instructor can interest them in 


intellectual as well as social discourse. ; j À 
ion is so reinforcing to attention- 


Because instructor attenti 
tivate. An instructor should 


seekers, they are relatively easy to MO 
give them ample attention with no strings attached at first to assure 


them that he or she thinks well of them. Then the teacher should 
reduce the level of attention and show it mainly for their academic 
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work, especially good work. This strategy effectively motivates 
most socially oriented students to take intellectual content more 
seriously while maintaining their interpersonal engagement. 

In the classes studied by Mann, silent students (20 percent) 
made so few comments that they could not be classified into one of 
the other seven mathematical clusters. Mann observed classes 
with heavy discussion formats, in which not speaking was a more 
revealing characteristic than it might have been in larger classes. 
Given this context, it is not surprising that Mann’s silent students 
proved to be similar to each other in other ways as well. For 
example, their personal questionnaires and teacher evaluations 
revealed that they were acutely aware of the way the instructor 
behaved toward them. Ofall the types, these students most wanted 
a close relationship and were most afraid that the instructor did 
not think highly of them and their academic work. Silent students 

‘respond to this fear with silence rather than hostility. Unlike snip- 
ers, silent students are usually aware of their desire for a personal 
relationship with the instructor. This makes them easier to reach. 

The easiest mistake a college teacher can make with silent 
students is to ignore them, for they will not attract attention or 
pose problems. To guard against this, a good teacher goes through 
the class roster every few weeks, noting how each student has been 
behaving in recent meetings. Any students who have not made 
comments or approached the teacher individually by the end of 
the first third of the semester should be earmarked for special 
attention. Smiling warmly at them, walking to their part of the 
room before class, and making eye contact with them during lec- 
tures and discussions can help to bring them out. Silent students 
are often receptive to the direct suggestion that they come by dur- 
ing office hours to get acquainted. It is preferable to let them 
approach first, but if they have not done so well into the term, it is 
appropriate for the instructor to take the initiative. The instructor 
should guard against overdoing efforts to form personal relation- 
ships with silent students, however, because some may tend to 
become overinvolved with especially receptive teachers. 

Students Under Special Stress. Some students enter class- 
rooms under considerably more pressure than others. Though 
few college teachers advocate assigning less work to such students 
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or grading their work differently, these students do require special 
understanding if they are to perform maximally. Regardless of the 
source ‘of extra stress the students are experiencing, the 
instructor’s strategy should be the same: Recognize the added 
stress they are under and communicate empathy with it. The 
teacher should not reduce requirements for these students because 
they are likely to be insulted by such an action. Forming a good 
relationship with them, being a willing listener without dwelling 
on their specific condition or asking less of them, is normally all 
the teacher needs to do. 
Which students are under unusual stress? In the following 
I have expanded on a list proposed by Barnes-McConnell (1978). 
Students with chronic physical handicaps or diseases are obvi- 
ously overcoming a greater number of obstacles to attend college. 
At some point early in the semester the instructor may ask if these 
students will need special consideration in connection with exami- 
nations, laboratory work, or field trips. Students under treatment 
for emotional problems also may need an especially understand- 
ing relationship, though it is important not to reinforce their 
symptoms by offering to exempt them from requirements. 
, Other high-stress groups to consider are identifiable minor- 
ities in class or on campus. Students of minority sexes, races, Or 
religions greatly appreciate an instructor who acknowledges them 
as individuals. They are not likely to enjoy being called upon in 
class to speak “for” their group. Even students who choose to 
emphasize their minority identity by class comments also wish to 
be seen as capable of contributing ideas about other issues. Most 
minority students want simply to be treated like other students.! 
Freshmen are under unusual stress, t00. They are especially 
likely to feel uncertain at first and to need extra structure and reas- 
surance from college teachers. At the other end of the age dimen- 
sion, older students—many with family and work responsibilities— 
are also typically under added stress- They greatly appreciate the 
instructor’s recognition that by their greater maturity and experi- 


: in discussions held b 
1Th tions were adapted from those made in s y 
the e Ete AoE group at the University of North Carolina at Chapel 


Hill in 1981-1982. 
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ence they can make a valuable contribution to the class. Other 
groups to keep in mind are upwardly mobile students who are the 
first in their families to attend college, students on athletic teams 
(which require extensive time commitments and occasional missed 
classes), and students supporting themselves financially. 

Students with Unusual Academic Abilities. It is especially 
important for college teachers to form personal relationships with 
students at the extremes of academic ability. Identifying such stu- 
dents is rarely easy, but the level of complexity and abstract think- 
ing displayed in class comments and on exams provides useful 
clues. Especially bright students — the truly gifted, not merely the 
high-achieving “grinds”—are vulnerable to boredom and apt to 
slack off if they fail to find a class intellectually challenging. Besides 
offering stimulating lectures, instructors should actively cultivate 
personal relationships with these students and encourage them to 
think independently or creatively about the subject. They will 
resent extra make-work assignments, but they may welcome 
recognition of their talent and encouragement to read advanced 
works on their own. Some instructors invite very bright students 
to come by regularly to discuss their independent reading or ideas 
on the common work. Grades should not be given for such work; 
the teacher should let the students’ satisfaction of their own curios- 
ity and the pleasure of discussion suffice as reinforcement. 

It is equally important to pay special attention to the stu- 
dent who finds college work extremely challenging or even over- 
whelming. Such students almost always work hard at their 
studies, and they are not likely to be helped by admonitions to 
work harder. Specific guidance on ways to study and organize 
material is more likely to support their stru 
should recognize their difficulty and empathize with their fear of 
flunking out of school but reassure them that doing well in college 
is not the only important thing in the world. He or she should 
teach these students as much as they can learn and support their 
efforts to survive this demanding enterprise. For some students, 
eventual failure may provide the needed understanding that 
higher education, or at least some aspects of it, is not for them. 

Tn sum, college teachers should treat different kinds of stu- 
dents differently in terms of the interpersonal strategies used to 


ggle. The instructor 
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form personal relationships with them, even though all students 
= assigned the same work and graded using identical criteria. 
o motivate each student fully we must necessarily modify the 


approach we use. 
Miscellaneous Interpersonal Topics 


; Three additional topics, loosely related to each other and all 
within the interpersonal realm, are presented in this section: relat- 
ing to students during office hours, especially those students ask- 
ing (implicitly or explicitly) for extended counseling; the ethics of 
teaching, including the question of love and sex between teacher 
and student; and the importance of teacher tolerance of adoles- 
cent behavior. Some of the suggestions given here are adapted 
from W. J. McKeachie’s Teaching Tips (1978). 

Individual Meetings with Students. Even in small classes, 
most students will not drop by during office hours or call on the 
telephone. When one does, the way the instructor reacts will 
determine whether the student finds the venture satisfying or feels 
frustrated, even punished, for risking a one-to-one encounter 
(Eble, 1976). To begin with, an instructor should always be pres- 
ent during his or her posted office hours. Dropping by a 


professor's office is rarely a casual action for a student. To prepare 
Oneself to appear “betwee nd 2:30 on Wednesdays or Fri- 


n 1:30 a 
days” and find the door lo h no sign of 


cked or standing open wW! 
the instructor or explanatory no disappointing, if not anger- 
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advantage of their time, but if they wish to maintain high inter- 
personal rapport with students, college teachers must be skillful in 
the ways they limit accessibility to themselves. 

How can an instructor seem eager to see a student who 
drops by right at the end of, or even outside of, office hours? The 
teacher might say something like, “Hi, Josh, Pm glad you stopped 
by. I'm sorry I only have a couple of minutes right now. Which 
would you rather do, talk briefly now or longer in a couple of 
days?” If given such a choice, the student is much more likely to 
feel that the instructor is in fact interested in talking with him than 
he would be if the instructor simply said that office hours were 
over or that he or she did not like to see students outside posted 
hours. A pleasant message is at least as likely to control a student 
effectively as a curt one. Similar considerations apply to telephone 
calls received at inconvenient times. Obviously no one can be 
available any time a student wishes, and limits must be imposed. 
But there is wide latitude in ways to set appropriate limits tact- 
fully, without rejecting students for wanting to see their instructor 
and taking the (for them) big step of stopping by. 

What are some things to consider when meeting with a 
student when ample time is available? Two aspects of the instruc- 
tor’s behavior are especially important: whether the instructor 
relates to the student as superior to subordinate or as adult to 
adult, and whether the instructor assumes that the student’s chief 
purpose in coming is revealed in the first topics he or she brings up. 

College teachers may unknowingly emphasize their power 
over students during office meetings. A common way of doing this 
is by appearing unconcerned when students drop by to see them. 
Some teachers avoid eye contact as a student stands at the door or 
enters. Some provide a’place for students to sit that is distant from 
them or across a large and imposing desk. Answering phone calls 
or responding to colleagues in the hall as if the student were not 
there also tells a student that he or she is not considered important. 

To deemphasize status differences, some instructors stand 
when students enter their offices, show them to a seat, offer to take 
their coats, or practice other common courtesies of our culture. 
Others find such actions too formal and prefer to behave more 
casually. Any Courteous style that is personally comfortable for 
the instructor is likely to be effective. A conference in the atmos- 
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phere created by such behavior facilitates the development of a 


person-to-person relationship by downplaying the hierarchical 


relationship between student and teacher. 

Reasons that prompt students to visit a teacher vary im- 
mensely. Many students are concerned about their performance 
on exams or papers. Occasionally students drop by in anticipation 
of doing poorly, but more usually they come after graded work 
has been returned. Anxious-dependents are especially likely to 
come by to express concern about grades, almost regardless of 
what marks they received. 

Other students may visit for a variety of reasons. For 
example, compliant students may come by to have the teacher 
check a term paper outline, independents or heroes may come to 
share some insight they have had about the subject or a proposed 
project, and attention-seekers may want to chat or reveal personal 
things about themselves. By their choice of ostensible reason for 
coming, by the confidence or anxiety they show, and by the depen- 
dence or independence they assume, students will reveal what they 
expect from the instructor in a given meeting. They may also 
attempt to maneuver the teacher into treating them as they expect, 

How can a teacher best handle these hidden agendas in stu- 
dent conferences? It is best to be accepting and egalitarian and 
also not to assume that a student's first statement about why he or 
she haseomeds a sufucient reason for the call. If the teacher seats 
patiently and lets a student talk or ask questions freely, he on ‘ 
may be able to guess the student's underlying ee bis va 
Perrone arakegy. Than the PaCS OOS ranig Jin 
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guilty about a student’s failure or identify to excess with a hard- 
working student's desire for an “A.” As has been stressed through- 
out this chapter, an instructor’s ability to be aware of and control 
his or her personal feelings is the first ingredient in fostering inter- 
personal rapport with students. 

The emphasis throughout this book is on warm interper- 
sonal relationships with students, but instructors still should set 
limits on recurring personal conferences. Students may on occa- 
sion raise topics of immense personal concern with their college 
teachers. For example, they may express the fear they are going 
crazy or will kill themselves, or they may describe troubling con- 
flicts with roommates, friends, or family members. Troublesome 
eating or sexu:.! behavior also are commonly revealed. Students 
talk about their troubles only to instructors they like and trust, soa 
teacher should be complimented if a student brings a personal 
concern to him or her. A college teacher needs no special training 
or professional skills to listen to what are usually transiently 
troubling problems (Strupp, 1980). The teacher should encourage 
students to talk about what is bothering them, but only on one or, 
at the most, two occasions. 

An instructor should encourage students to speak with a 
professional counselor if their problems are interfering seriously 
with their academic functioning, if they want to change their 
behavior or improve a conflicted relationship, or if their health or 
lives are in danger from suicidal impulses, drug cr alcohol difficul- 
ties, or physical abuse by another. In order to deal with such 
problems a student needs to form a specific counseling relation- 
ship. Even instructors who are trained as therapists or counselors 
should avoid becoming involved in recurring counseling sessions 
with their own students. If counseling sessions are to be helpful, 
the counseling relationship must be clearly defined by both partic- 
ipants as existing only for that purpose, and the evaluative role 
of a college teacher rules out completely the possibility of formal 
counseling. 

Teaching Ethics. College teachers are responsible for con- 
trolling the considerable power they have over students and 
ensuring that it is used only to achieve educational objectives. Not 
surprisingly, written ethical codes for college teachers do exist. For 
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example, the American Psychological Association (APA) has 
proposed ethical guidelines for its members.? Most APA guide- 
lines are designed to protect students from various forms of abuse 
or exploitation. For example, instructors are admonished not to 
require students to reveal personal information that might be used 
selfishly by the instructors as research data (although having stu- 


dents collect or generate data in order to teach research methods or 


content is appropriate). The deciding question should be, “Does 
arch, field observations) 


the activity (laboratory or library rese 
fulfill educational objectives for the students?” This group advocates 
giving disquieting information to students in order to stimulate 
them to think about both sides of complex issues, but it urges col- 
lege teachers to respect students as persons and avoid being exces- 
Sively shocking or provocative. Finally, the APA requires college 
teachers, as gatekeepers to careers in psychology, to advise students 
as accurately as possible on their probability of successfully enter- 
ing that vocation. This precept applies to other disciplines as well. 

Most college teachers could add to this list of ethical consid- 
erations, and I will propose two additions. The first is that teachers 
should ensure that evaluation and grading be as fair and objective 
as possible. The second is that it is under no circumstances appropri- 
ate for a teacher to become romantically or sexually involved with 
a student, even if the relationship is initiated by the student. Here 


are my reasons for taking this position. 


All students are prone, and some s : 
react to college teachers — eve? youthful graduate instructors — as 


Symbols of important persons in their lives, notably their parents. 
Though no teacher-student relationship is likely to have the inten- 
Sity of a psychotherapeutic transference relationship, romance 
between instructor and student js no more likely to be mutual or 
rationally chosen than it is between therapist and patient. The 
difference in power is simply too great for a truly mutual relation- 
Ship to develop. The student is responding to the instructor more 
as a powerful symbol than as an individual, and the instructor 1s 
likely to be using the less powerfu 
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selfish needs such as distraction, denial of aging, or affirmation of 
attractiveness. 

An instructor implicitly or explicitly requesting sex for a 

grade would be rightly damned in anyone’s ethical code, but as 
Eble (1976) notes, this is much less common than romantic 
involvement between generally willing, but discrepantly powerful, 
participants. The most common type of attachment is the one- 
sided one in which a student develops a crush on a professor or 
has frequent sexual fantasies about him or her. If an instructor 
Suspects that a student has such romantic feelings, he or she 
should try to limit individual contacts with that student and dis- 
courage a more involved relationship. However, the teacher 
should not respond by giving the student less attention in class 
than is given to others. College teachers may also have romantic 
or sexual fantasies about students on occasion, but private fanta- 
sies need not lead to overt behavior. 
Certainly, lasting and satisfying relationships have been 
formed between individuals who originally met as student and 
teacher, However, even if an instructor believes that he or she has 
found in a student a potential life partner, the worst possible time 
to begin the relationship is when the student is enrolled in that 
teacher’s class. Both should wait until the end of the professional 
teacher-student relationship before exploring the personal rela- 
tionship further. Each person will then be ina position to respond 
freely as an adult. Some colleges have explicit rules against faculty 
members dating undergraduate students under any circum- 
stances, but administrators and colleagues generally would judge 
a relationship begun after a class is over less harshly than they 
would judge one begun during class. 


Teacher Tolerance of Youthful Behavior, Between the ages 
of eighteen and twenty- 


others as an adult. 
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Outstanding teachers have often expressed the sentiment 
that to be a great classroom instructor one must genuinely like 
college-age students and identify with their interests, both serious 
and foolish (Highet, 1950). Appreciating the emotional tasks fac- 


ing college students puts their sometimes inappropriate, imma- 
ture, or even self-destructive be 


havior into a perspective that 
makes it more tolerable. Remembering personal excesses when 
one was a similar age can curb tendencies to judge students too 
quickly. An instructor who likes college students and accepts their 
interests will find enjoya 


ble the time he or she is required to spend 
with them and value even more the greater time needed to have a 
es. 
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familiar with these phenomena, aware of their own expectancies 
and contributions to them, and skilled at communicating will be 


able to individualize their approach to students so as to avoid 
e emotions and to promote warm and work- 


th all. Knowing what emotional phe- 
the classroom over a term also pre- 
from incorrectly labeling transient 


behavior as permanent. Because most college teachers enjoy 
classes more when they have personal relationships with students, 


interpersonally skillful teaching improves the quality of instruc- 
tion that students receive because a satisfied instructor 1s more 


motivated to do his or her best. 
The preceding tw0 chapters hav 
maintenance Or emotional concerns in classroom groups. The 


next two chapters deal with task concerns — with the techniques of 
speaking before groups that teachers need to learn in order to uti- 
lize the classroom as a dramatic arena, and with ways of organiz- 
ing lecture content for maximum impact and learning. 
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College Classrooms as Dramatic Arenas 
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rsal part of human experi- 


their emotions—has long been a unive 
e of theatrical experiences 


ence. People today seek out a wide rang 
and spectacles, both formal and informal, just as people always 
have. Whether observing a tribal storyteller, a narrator of an epic 
poem, a Greek comedy, an Elizabethan tragedy, a nineteenth- 
century opera, or a twentieth-century existential play, people 
have enjoyed being caught up in the spell of drama. 

Even when the purpose of a gathering is not explicitly dra- 
matic, speakers require the skills of the stage in order to be suc- 
cessful. Religious, military, and political leaders must be able to 
attract and hold an audience's attention if the message they con- 
vey is to have its desired impact (Stevens, 1966). If the speaker's 
skill is great, his or her presentation will create the involvement 
and feeling of suspense associated with theater. College teachers, 
too, need dramatic skills to ensure that students become fully 
engaged in class presentations and find them enjoyable. 

In what ways do classrooms resemble theatrical settings? 
Many classrooms have stages Or raised platforms in the front of 

equently equipped with some kind 


the hall, and classrooms are fr r 
Furthermore, the overwhelming pro- 


of overhead stage lighting- i i 
REE i teaching follows a lecture format in which the 
instructor stands before an audience of up to several humndised 
students. Although teachers of large classes are relatively more 
dependent on speaking skills than are leaders of seminars, all col- 
lege teaching is fundamentally publieapem are ili 
called? teaching is different from religious, military, or 
paiid leadership, but it is leadership nonetheless; and though it 
oom dramatic entertainment, it should resemble drama 
ie engaging and pleasurable. College teachers develop more 
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Sorat a *© engage an audience and to stimulate emotions. 
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fessors bothered to learn it themselves. College students, like most 
other reasonable adults, are generally able to spot the shallow or 
fraudulent instructor who relies on emotional appeals to gloss 
okora: superficial understanding of content or to present material 
in a slipshod manner. They will, however, respect and respond to 


a teacher’s genuine enthusiasm. 


Improving Classroom Speaking Skills 

ssors can be effective classroom teachers in 
ost could continue to teach from a 
sight or hearing. However, unless 


a teacher had students who could understand signing, it would be 
almost impossible to continue teaching after losing his or her 
voice, Yet almost all instructors take their speech for granted. 
Unless they have a significant speech problem such as stuttering 
or speaking too softly to be heard, few college teachers evaluate 
the effectiveness of their speaking voices or actively work to 


improve them. ; 
The purpose of this secti 


which an instructor can evaluate ! 
suggest exercises that may help in overcoming common speech 


weaknesses. The aim here is not to give professors eo pre aive 
range of Burton or Olivier by merely paiba poe ca 
henna eee heir speech in the classroom. 
Tnereasing Ses to Others Speech. The first step in 
nere pal speaking voice is to pay serious attention to 
ee use their voices in group settings (Machlin, 1966). 
of others’ speech. Some people speak slowly 
A i and others with speed and impetuosity; some 
poset i h ith loud projection. Still others present great 
Jaon change between these extremes. The tone of speech 
ies most, from deeply resonant to high or shrill. 
ical quality resulting from patterns of rising and 
also varies. You will find that voices and speech 
= almost as unique as appearances. 
styles wat are also likely to notice how certain speech habits dis- 
from the ideas being presented (Satterfield, 1978). Some 
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speakers habitually begin sentences with 
tions such as “uh.” “well,” or “okay,” as if 
not begin to vibrate with 


meaningless men 
their vocal cords coul 
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lations stuck in the middle of important sentences. Ironically, some 
political speakers seem especially prone to break up their speeches 
. with unnecessary pauses (Henry Kissinger is one example). 

n Though more difficult to pin down than other characteris- 
tics; the degree to which speech sounds relaxed or tense contributes 
significantly to its overall effect on listeners. When speakers have 
a relaxed or flowing style, when their speech seems to come easily, 
we say they are fluent. Hesitant or jerky speech causes the listener 
to share the speaker's tension, discomfort, or lack of confidence. 

Noticing how differences in others’ speech affect you is the 
first step in improving your own speaking voice. It does not mat- 
ter how systematically you note speech qualities. Simply paying 
attention to them as you sit in meetings Or lectures will increase 
your sensitivity as effectively as taking detailed notes on what you 
hear. Let your personal preference dictate your choice of method. 
There is, unfortunately, nO choice about the next step to take in 
improving your speaking voice— you must listen to a tape record- 
in alking. 

g of Sa Rat Analyzing Your Speech. Speech teachers 
agree that a detailed analysis of a tape recording is an essential 
step in deciding how one’s voice can be improved. Audio-only tap- 


we i ing i duces visual distrac- 

in ble, because videotaping intro 

ral a method is adapted from those advocated by 

speech authorities Machlin, 1966) and refined based on my expe- 
ructors. I recommend that you 


3 inst 
rience with graduate student msan" A 
oe cea recordings of your voice, n the following way. 


pie friend to help you in making the first tape. Set up 
Jae recorder ina small or moderate-size room, Facing your 
friend, begin 4 conversation by ste yonr manes your age, and 
een were born. Then pic some topic that interests you—a 
r book you liked or hated, for example—and for 


move your 
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tic, defensive, critical)? Try not to let 
whatever they 


3. Listen to the first recording a 
of paper the Words that se 


and listen to the Conversation Segment for a 
third time. Using the Speech Assessment Rating Form (Ex- 
hibit 1 at the end of this chapter), Tate your Speech along each 
of the’ eight dimensions. Do not be °° concerned about 
selecting a particular number on the sca! 


i > Ut note where in 
voice fell on e imension 
» Tate the lecture 


Segment using the 
same procedure, 


6. Consider differences between YOur speech in the two situa- 
tions. Was it more relaxed and natural whe, ; 


r en in the informal 
setting? Did your speech become tighter anı More highly 
pitched when you were lecturing? Was it louder and more 
precisely articulated when you lectured? which setting 
were you more fluent, more enthusiastic» ny di 


3 z iffe 
you note will help you decide how to 1MpProvye, S 


The next step is to d ways to da M ae sould be 
improved. There are several ways to ene be Method is 
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peech coach or experienced 


to take the tapes and rating forms to a $ 
ight also work with another 


speaker for review and critique. You m 
instructor who is interested in improving his or her speech and take 
ate the other’s voice 


turns speaking and listening. Each person can T: 
as well as his or her own, and the two of you can compare notes. 


Regardless of what other people listen to your recordings, 
you must make the final decision about what, if anything, in your 
speech needs improvement. It is important to note that no single 
voice quality (other than distracting speech habits, perhaps) will 
determine listeners’ interest when you speak. Rather, the overall 
variety and expressiveness of your voice is the critical thing. A 
speaker whose voice is sometimes loud, sometimes soft, sometimes 
fast, sometimes slow, sometimes sharp and crisp, and sometimes 
mellow and melodic is more likely to keep an audience’s attention 


than one whose voice has any one quality for too long. 
In addition, remember that the impact of your speech on 


your audience may have as much to do with what you are feeling 
when you speak as with the technical qualities of your voice. If 
you are enthusiastic and eager tO tell your audience what you 
know, they are more likely to be enthusiastic about hearing it. If 
you are fascinated about the topic at hand, they are likely to have 


their curiosity aroused, t00- [In addition to selecting specific speech 
it is wise to attempt to experience what 


eae nge 
ainat e to feel and trust your speech to model it 
on discusses a number of common speech 
improved. For best results with serious 
ee sack stuttering or ane stage fright, you should 
BE consultation with a speech t erapist. However, the self- 
-ques that follow are helpful remedies for the 


nt techniq : 
minor weaknesses observed in the speech of college 


The following secti 
weaknesse be 


improveme 
most common? 


teachers. 


Voice Improvement Exercises. Though you may not be fully 


aware of how often you use a Set or phrases, it is rela- 
tively easy t° nce ae tocit use and to eliminate them 
from your fo mal Be dent x meone in the audience, such as a 
friendly 2 ee s ea A : count your uses of certain words 
Ei ays an Em the end of each class. The resulting 
informatio can help you gain control over this distracting habit. 
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als ieg Yed farther away 
o NOticed at yo 

i i u to 

open your mouth considerably wider to 4 you needed 


LEV Oiceover a 
greater distance. You may have become aware of a tightening in 
your throat as you were required to speak ak g 


i i Seater distance, 
If this was the case, your voice quality and Comfort probably 
decreased as well. 


A well-projected voice requires a Sufficient volume of air to 
generate the vocalization and stil] an a rese Ve to es 
sound. You must fill your lungs “a more air thas hee 
because lungs are much less efficient bal oons when Ki 


€Y are only 
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s fully, inhale from your abdomen 


rather than your chest. Your “stomach,” not your chest, should 
rise when you take a deep breath. (This is far easier to do if your 
posture is good—spine straight, shoulders back.) Singers and 
wind players learn “belly breathing” early in their careers. 

Voice projection is aided by opening the mouth wide enough 
to allow the sound to escape easily. Singers know well the impor- 
tance of opening their mouths to deliver a relaxed-sounding voice 
with high volume. The key to opening the mouth wide while keep- 
ing the throat (and therefore the sound) relaxed is to lower the jaw 
as far as possible rather than stretching the cheeks sideways. 
Making a wide, exaggerated smile ruins voice quality by creating 
tension in the mouth and throat. To illustrate how far your jaw 
will hinge downward comfortably, yawn several times. That is the 
type of mouth opening to use when you are trying to fill up a room 
with the sound of your voice. Except when speaking in very large 
halls, it will not be necessary to project‘to your maximum poten- 
tial, but developing such power makes it unlikely that your voice 
will ever be underpowered in less demanding classroom settings. 

No matter how well you project your voice, there are situa- 
tions in which other factors will work against your being heard. 
Power to project your voice 1S especially important in poorly 
designed classrooms with poor acoustics. Because bodies and 
eledhing absorb sound duce distorting reverberation, a 
room full of people will have 


and thus re 
better acoustics ihanan emnptyiore: 
i i cia 
Avoid classrooms with oe iy 
schedule your classes in FOO 


lly poor acoustics if possible, and 
ly as large as the number of stu- 
D decline the option m ma but half-filled room. 
It is almost impossible P be a in some teaching situa- 
done, For examen on one oe suet n ew lovely days of spring, 
as persuade you to let t e class meet outside. With no 
MAT neS to reflect Bs iain it will be practically impos- 
re E e spread out pe 0 to hear you— even assum- 
ing that they 47° oie ae ia t paroka ene 
ai anpas scene. iving à o earnest requests to hold class 
wir oor idea for anum er of reasons, but the near impos- 
outside 1$ ĉ E heard is foremost among them. 


sibility of be” i vers ; 
i ee your voice projection, there is no substitute for 


partly inflated. To fill your lung: 


increase 
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Next to speaking tog Softly, ticulation į 
common speech problem observed į 
crisply and clearly takes con. Ta 
n Spee EEK ` “specially as the size of 
the group and the necessary Projection increases, requires propor- 
tionately more distinct and Energetic articulation. 

in Sparen “eults Primarily from the Way the 
speaker sounds consonants, especially thous ae a ay the 
words. Such sounds result from lip Movement ae oS 
but primarily they result ee ie tee, r touches the roof 
of the mouth and the back of the teeth. You A 
yourself how much activity occurs in 


“Monstrate for 

your mouth When Words are 

ll articulated. Read any short Passage out loud 

OA deliberate pronunciation of every syllable, ; 
wi 


d t move tom l tice h 
y a g 1 the on Much 
ips and tongue mus e to make a Ci w 
our lip 
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The consonants that precede and follow open-mouth vowel sounds 
make possible the large number of sounds human beings can make. 

Increased attention to forming consonants and to speaking 
more deliberately in front of groups is probably all you will need 


to overcome poor articulation habits. However, some instructors 


have also found it useful to practice saying tongue twisters that 
focus on different consonant sounds such as “p,” “t,” “s,” “ch,” and 
“ing.” More than anything, a college teacher must make the con- 
scious decision to speak as distinctly as possible. : 

Anyone can learn to speak with sufficient projection and 
articulation, but tonal quality is more difficult to improve. Voice 
quality is largely the result of the physical properties of the throat, 
mouth, sinus cavities, facial bone structure, and chest, none of 
which can be changed easily. There are, however, certain unplea- 
sant and distracting voice qualities that college teachers can and 


should reduce or eliminate. 
The first of these is stridency, 


(usually loud and shrill) tone. This voice qualit 
from trying to speak loudly without breathing deeply. The attempt 


to gain volume in this way constricts the throat and produces the 
strident sound. Breathing deeply to achieve projection will usually 
help to produce @ more relaxed, less strident tone. An additional 
voice exercise tO reduce stridency is to yawn a few times and then 
make an “ah” sound for ten seconds or SO, letting your voice grad- 
ually fall in pitch to produce a long, sliding sound, Stridency 
comes from tension in the vocal apparatus, and this tension will 
disappear when you learn how to produce volume while main- 
nes n. 
taining reae nasaliiy or twangy quality results from directing 
ch sound through the nose. It is normal to send sound in 
hen we make “mmm” or “nnn” sounds, but doing so 
with other sounds» especially open vowel sounds, produces a result 
Jeasant to hear. Practice making long vowel sounds 
through the outh rather than the nose to eliminate this problem. 
A colds or excessive strain can give the voice a hoarse, 

breathy souna- College a should know a few stage tricks 
Tor speakin well inspite of a cold. Singers and actors learn to spot 
© > gs of a sore throat and to avoid speaking or singing 


speaking with a hard, metallic 
y typically results 


too mu 
this direction W 
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Though a masterful lecturer results from far more than an 
engaging Speaking voice, the skill with which a college teacher 


messages, 
What might we see when listening io an Outstanding college 
ngle spot on the floor. We are te? figure solidly 


finger pointing upward for emp 
the class just before a new 


times Sweeping, the speaker’s Movement jg S imes subtle, at 
with his or her speech to en message ays Coordinated 

Individuals prefer different Movement «, 
use different speech styles. Many Styles can i 
speakers remain relatively stationary (standing p cctive. Some 
and only occasionally moving to the side) anq still ee a lectern 
vate an audience through subtle movements of the h Y capti- 
body, and fingers. Other speakers prefer a more aive Upper 
convey their intense emotional state. They ma. raed Style to 
front of the classroom and dart down the middle or aia TOss the 
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occasion. The movements of excellent speakers are intimately 
connected to what they are saying: The curved hand and arm ges- 
ture coming at the end of a major point accompanied by a drop in 
inflection and a slowing of speech communicates as eloquently, 
with as much ease and expressiveness, as their words. 

Other than recommending good posture and teaching 
standing up (it is much more difficult to capture students’ atten- 
tion sitting), there are few formulas to offer for developing effec- 
tive movement before a group. Try to increase your overall energy 
level and relax whatever inhibitions you may have about throwing 
yourself into a classroom presentation. If instructors are highly 


excited about the business of communicating to students, their 
bodies will automatically become involved in the process. 
art in your overall behavior 


Noticing how your body takes p 

is a useful place to begin. Making a videotape recording of your- 
self giving a lecture and watching it with the sound turned off is a 
good method of assessing what kinds of movement you use and 
their effects on observers. You can also note how you feel after 
teaching. If you feel re: , it is unlikely that your body was 
actively involved in the goings-on. Total involvement in a perfor- 
mance of any kind burns energy and creates temporary fatigue, 
but it has the benefit of producing gestures and movement from 
within, visual stimulation that appears genuine and unstaged. 
This does not mean that every movement you make before 

m must be totally fresh and original. When you find a 
movement that is effective, by all means make a note of it and 
hold it in reserve for another appropriate time. Accomplished 
actors have a variety of expressions and gestures that they use to 
communicate emotions, and the best players have the largest 
to draw upo? Actors typically experience the emotion 
first and let the movement follow naturally. The prevailing school 
of theater in America (and to an mercasmg degree in Britain) is 
one emphasizing he actors experience of emotion as opposed to 
skill at mimicking " ca. 1976). (Much modern stage train- 
ing resembles A eo groups more than speech 
classes-) similarly, ae plished teacher may have a large 
estures an movements, but the pantomime is more 


repertoire O . ae 
ikay a, nce the point being made if it occurs spontaneously. 


a classroo 


repertoires 
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anecdotal illustrations, 
the board when presenti 


» making 


é ements and gestures 
support the oral presentation, 
Many static characteri 


stics of classri 
power over students’ visual 


Ooms have Significant 


Sensitivity to the Classroom as a Stage 


A number of physical features of clas 
detract from an educational performance, Taking stock ofthe s 
ical classroom and making whatever adjustments are possible a 
not offset unclear content or poor delivery, but it can make a s; oa 
cant if admittedly small contribution to your teaching Performance 

Assess whatever classroom you use With a special se “a 
examine its theatrical characteristics. This is esp 


cially important 
when considering a new course, because you May wish to Modify 


Stooms enhance or 


n, and retreat nearer’ 
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n the room in which you will 


your initial plans after you have see 
he precision with which class 


teach. Evaluating the hall increases t 
presentations can be accurately planned. 
Size is surely the first attribute to consider in evaluating a 
room. Compare the actual number of seats with the expected 
enrollment to determine room density. If you have many more 
seats than students, the acoustics will be poorer and your presen- 
tations will have less sense of intensity and intimacy. When faced 
with such a situation, consider using strands of crepe paper to close 
off the rear rows to encourage students to sit nearer the front. 
Some beginning teachers are initially distraught to find 


seats bolted to the floor in their assigned classrooms, believing 
hairs into small groups for dis- 


that they must be able to move c 
cussion to occur. Movable chairs are not really a prerequisite for 
effective student interaction. Still, if you think your teaching 
plans require movable seats, a visit to the classroom will reveal 
whether you have them. ae l 
A room's acoustics are important, and it is a good idea to 
t, even though you can- 


practice a bit of lecturing during your Yi : UE er 
not make a final evaluation of the room’s acoustics until it is filled 


with students: Alsouote other physical characteristics (room 
shape, distance between speaker and students, ceiling height, 
lighting) that will influence the ease with which you will be able to 
communicate with your audience. Most classrooms are adequate, 
but a scouting trip 4” help to anticipate possible problems while 
there is still time t° complain and have them corrected. 

When entering @ classroom © teach, note the presence of 
anything that may distract the students attention. Are the chairs 
ina state of disarray? Are there pizza boxes or coffee cups scat- 
tered across the oor? Itis also ee idea to make sure that all 
the lights are 07 and that the a m ae of the blackboard across 
which you will Pe moving T Sf anything that mightiget ia 

(chairs, electrical cores, trash cans). As a matter of rou- 
your way oard completely before beginning to teach to 
ensure that students ATS gayon by the remains of someone 
else’s outline and that on not have to take time while in the 

ereite caria space to write. 


middle of 4 
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Any good actress or actor knows the im 


portance of entrances 
to Capturing the audience’s 


(optimism, intensity, 
will help you create an 


and 


up 
quotations directly from books also has 


Passed around, Reading 
reading the same q 


a greater authenticity than 
ure notes, 


Ton, ee not the only Props that can be used effectively. 
Especially in Science and art Courses, numerous objects 


brought in to illustrate topics and break up the routine of ee 
ing, note-taking, and discussing. Props do not have to R ec ad 
cate anything directly; it is Not even Critical that Student a 

closely. Their Primary value is a drama The S see i ee 
variety and refresh stud y add visuai 


ent attention. g}; 8, and oth ; 
j > - 
tronic props are a common means of į nts T z lec 
attention 
apter Five 


tic one: 


des, fil 


and emphasizing Organization (see Ch 
Even though college teachers Cannot easi] 
room with flair, they can end their classes decisive A topping OH 
time and with a strongly inflected Concludin ment ig f 
superior to yelling out a few additional points or s 1s far 
an assignment as the students file out. Conditioning students 4 
expect a class to be ended as emphatically as it began wil o 
them from becoming restless when their watches (Or st ep 


tell them the end is near. 


y leave the class- 
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Actively Engaging Students 


Speaking clearly with variety and projection helps to 
engage an audience; so does movement. An additional quality 
easily as important as these is ee contact, Except for stage asides, 
actors are taught to speak their lines as if the audience is not pres- 
ent. College teachers, by contrast, have a powerful additional 
resource in the opportunity to look directly into the eyes of their 


listeners. 

Our faces reveal more about what we are thinking than any 
other part of our bodies. Though our eyes may not be literal win- 
dows into our souls, they do mark the spot of closest outside con- 


tact with our consciousness and emotions. Some instructors avoid 
looking at their students’ eyes, habitually gazing to one side or the 
ceiling after a quick unfocused glimpse at the class. Even if they 
gaze out at the students, they rarely focus on single faces and 
allow that little spark of human contact to pass between them. 
Many students are equally uncomfortable with direct eye contact 
and will avert their eyes if the instructor looks directly at them. 
Over time, however, students can learn to be more comfortable 
with instructors who look them directly in the eyes. Making fre- 
quent and direct eye contact with individual students is as impor- 
tant as anything else discussed thus far to engaging their minds. 
Eye contact is also invaluable because routinely scanning 

the impact of what you are 


students’ faces.is thebest Wey tovassess ‘ y 
saying or doing so that you can make small adjustments in your 


presentation. 
An outstan 


tributed most to he 


ding literature professor said that what con- 
r teaching effectiveness was “where the students 
are sitting. I ca? capture the full attention of anyone who is seated 
in the first ten TOWS? but I will hook only some of the students 
seated farther back.” Her rationale was that it is difficult to catch- 
an individual student’s Lye beyond the distance usually covered 
by ten rows. o certain was oe of this physical limit that she 
taught classes in rooms larger than this with great reluctance. 
actors cannot focus on individual sets of eyes 
, 


n 
Even though h : 
they are acutely aware of the necessity of maintaining that fragile 
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connection between themsely 
house,” stage directors and 


y anyone w 
to schoolchildren in nineteent! 
The delicate visual bond so Critical to facilitati achlin, 1966). 
between instructors and students Tare atin understanding 
and protection. “onstant cultivation 
College teachers must give exciting 7 
mances day after day (though at least, unlike actor. ins perfor- 
required to give the same lecture every day wig? they are not 
tions on Wednesdays and Saturdays), Like other two Presenta- 
lege teachers will find it difficult at times to “ge ss °rmers, col- 
Being excited and fully motivated to teach is m r Or teaching. 
beginning of a term than after the Novelty has wo eect at the 
demands on one’s time increase, Luckily, college te and other 
benefit from some of the techniques that professiona] a ers can 


F 3 ct 
give their best performances time and again, OFS use to 


d m 
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The single most useful technique is to recognize that you 
must prepare yourself emotionally as well as intellectually before 
your “performance.” No instructor is likely to go into a class with- 
out some idea or specific plan of what he or she wants to do and 
the necessary materials (books, props, maps, slides) to carry it 
out. Many college teachers, though, walk directly from parking 
lot or committee meeting into a classroom with only a short pause 
to collect their thoughts. The outstanding professors I interviewed 
typically set aside from five to thirty minutes beforehand to think 
about the class they are going to teach. Some close their office 
doors and hold telephone calls; others walk a longer route to their 
classroom building than necessary- However you can manage to 
find a few minutes of solitude before class (in the lavatory, if nec- 
essary!), recognizing the importance of emotional preparation, 
especially if you are tired or depressed, is essential to ensure a 


high-qualit erformance. 
$ ie a p: emotionally prepared, you will have the energy 
: t your students to have. 


to model the intellectual attitude you wan a 
If you want them to be excited about the ideas you are presenting, 


you should be excited by those ideas as well—no small task when 
presenting fundamental concepts you first learned years ago and 
may have taught numerous times. If you wish your students to 
think, to push aside their emotional reactions and prior views to 
consider a problem objectively and rationally, you must wrestle 
through your own reactions agan os well. If you wish your 
students to respond with emotional sensitivity to art, then you 
must be able to portray this response for them. Students will learn 
more about the emotional attitude they should (or could) have 
about a content area from what their instructor models than from 


anything else. 


Several years 28° I inadvertently learned the importance of 


time when growing enrollments in psychology 
courses forced one of my classes, which DEEE popular hour, to 
be moved to 4 pbuilding some vee minutes’ walk across campus. As 
the semester progressed, I noticed that I was able to begin teaching 
this class with the energy and concentkation I had come to expect 
only five to ten minutes after a class period had started. In effect, I 
had been warming upat the students’ expense in the past. When I 


preparation 
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pics in Ways th 
sense of unfolding and discove: 


To tell any story well, 


Superb lecturers share m 
They, too, save the conclusions 
end, having teased the students 
and preliminary findings or į 
seem genuinely moved by the Story they are Presenting, the 
excitement of scientific discovery or historical events or the pathos 
and beauty of literature or art, These teachers Miia welk 
developed empathic sense, the abi . 


c lity to imagine accurately the 
thoughts and experiences students are having as th 
story. 


€y listen to the 


any qualities with Storytellers. 
°F most crucial Points until the 
along the Way with key questions 
nterpretations, uch instructors 


Some college teachers are natural Storytellers who add a 
sense of drama to anything they talk aby 


t. t almo. 
n if } st any 
instructor can learn to be a good Storyteller if he rishe A 
i hibitions and reacts to the suspense inherent 3 h axi 
inhi 


; A most content 
= F iti tales to childre. . 
Practice in telling traditional n ca elp college 
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teachers add a sense of immediacy, spontaneity, and dramatic 
ching. Teachers who have tried this have 
reported good results. As noted psychology teacher James McCon- 
nell quotes an influential professor as saying, “If you want to cap- 
ture the imaginations of young people, you have to tell them 
stories!” (1978, p. 4). Lecturing to college students is certainly a 
more intellectually demanding and complex business than telling 
stories around a campfire, but accomplished teachers are frequently 


skilled storytellers. 


suspense to their tea 
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Exhibit 1 
Speech Assessment Rating Form. 


Speakers Name a 
Date 
a S 


Size of Room 


Instructions: Listen to the taped segment first to hear the content and 
on of the voice. Then read the rating form completely. 


bre mind as yourlisten a Second time to the tape. Read the 
Eek : me ends of each of the speech dimensions and then mark 
a point on the line (with an X or Vv )to represent the part of the dimension that 
segment. You may have to listen to the 


1. How Srequently does the speaker begin or break: Se 


l 7 ds or 
sounds (such as “uh,” “okay,” or “well? "ences with unnecessary wor 
1 2 3 4 5 6 7 
Such words or if 
sounds are used Few, i ait 
very frequently oe 
are uttered 
2. How relaxed is the speaker's voice? 
1 2 3 4 5 Š > 
Voice sounds TE 5 
very tense . orce sounds 
and tight very i 
ani 
from tension 
3. How rhythmic and fluent is the Speech? 
1 2 3 4 
5 6 7 
Speech is very 
halting, jerky, Speech flows 
and broken by in a naturally 
unnecessary pauses 


rhythmic manner 
+. How noticeable or distracting is the Speaker’s by, 


eathing? 
1 2 3 4 5 
2 7 

Inhalations hae 

i alations 
are noisy and ; Ann i 
occur at distracting at eae audible 
times (in the 


well timed 
tween sentences 


or Phrases) 


1 


middle of phrases) 
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Exhibit 1 
Speech Assessment Rating Form, Cont'd. 


5. How varied is the pitch of the speaker's voice? 
1 2 3 4 5 6 7 
Voice uses a 


wide range of 
pitches, from 


Voice is 
monotonous, 


too consistently | 
the same pitch high to low 
6. How appropriate and varied is the rate of speaking? 
1 2 3 4 5 6 7 
ato E l aa a 
Speech is Appropriate 
either too rate— speech is 
slow, too fast, of varied speed 
or too unvarying and is easy 
to follow 
7. How meaningful is the stress put on different words? 
Siresais Stress enhances 
; ; rather than 
semia distracts from 
ay ee meaning 
inconsistent with 
meaning 
8. Are the words clearly articulated? 
1 2 3 4 5 6 7 
a r.,l en 
oe sy an 
clearly 
alurred Oy articulated 


sloppily 
pronounced 


CHAPTER 5 
ECBC IEO IEC IEE IEC SEC IEC IEOECECECECS 


Selecting and Organizing 
Material for Class 
Presentations 


Scholarship must be accurate, whether itis interesting 
or not. But teaching must be interesting, even if it is 
not 100 percent accurate, Highet (1950, p. 219) 


For some it represents some of the worst mo 
ages of fighting to stay awake Rhilerardis- 

tant professor droned on and on, his head ` 

yellowed lecture notes. 


: n it is poor, Still, 
unlike the dinosaur, the lecture thrives as the domin 


ant form of col- 
cture Survived? 
Lecturing occurs whenever a teacher 


hesi talking and 
A $ i n an age of ç ea 
ts are listening. It flourishes į P Paperback 
irae: affordable videotape technology (Howe, 

O! 


1980), Its sur- 


is 


96 


Selecting Material for Class Presentations 97 


vival is not solely due to the old-fashioned preferences of conser- 
vative college faculties. Many students, especially those who seek 
information and high marks, prefer lectures as well. Innovative 
course formats eventually fade from listings of departmental offer- 
ings when students are given a choice between them and tradi- 
tionally taught courses. The lecture also survives because at its 
best it can be magnificent. Enough instructors at almost every 
school are accomplished lecturers for the form to remain the norm 
in spite of poor examples. The economic advantages of teaching 
classes by means of the lecture, especially those offering very large 
sections, are numerous, though they are insufficient to account for 
the lecture’s popularity. 

The model of teaching effectiveness upon which this book is 
based suggests that lectures survive because, like bullfights and 
“Masterpiece Theater,” they satisfy the need for dramatic spec- 
tacle and offer an interpersonal arena in which important psycho- 
logical needs are met. These assumptions suggest that the best 
way to improve college instruction, even in these technologically 
rich times, is for professors to master the enduring and traditional 


skills—art form, if you will—of lecturing. 
The Many Forms of the Lecture 


structor I once supervised eschewed lecturing 
in favor of discussion. He said he didn’t believe in lecturing. Asked 
to describe the lecturing he did not believe in, he realized that lec- 
turing symbolized for him a rejecting, dominating attitude toward 


students, not a variety of teacher presentation, 

What are the major types of lecture? At one end of a con- 
tinuum is the formal oral essay, the tightly constructed, highly 
polished kind of lecture that Porra information primarily to 
support a suspense reviews (Kyle, 1972). In this 
kind of lecture; the p E S agli and selected from a 
large body of knowledge the t — research studies, and argu- 
ments that support his or = conclusion. The most formal of such 
lectures are Written out and read to the students. 

At their best, oral.essays are by no means boring. Listening 
an be an emotionally and intellectually significant experi- 


A graduate in 


to one € 
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three classes Per week for a fifteen 
- only oral essays would ha 


structed words, Producing over 1,000 pages of typed manuscript — 


a feat well beyond the powers of most faculty members. 
here are other Problems with thi 


more co: 
perspective. Provocative lectures are better 


ties than to the sciences, but lectures that c 
student assumptions are appropriate in any discipline, especially 
near the end of a term when a common Set of knowleq e hás been 
shared. Instructors rely more on discussion than on lectures ‘a 


> d integrated 
Suited to the humani- 


hallenge and question 
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help students question their personal values and attitudes, but a 
first-quality provocative lecture can achieve the same objective. If 
the class is large, a lecture is in fact more likely to be effective than 
discussion. 

N it college classes are variations on the lecture theme in 
which t teacher does more than talk. A common variant is the 
lecture-demonstration class, in which an instructor uses props to illus- 
trate the subject at hand. Such classes are essential in most music, 


art, and science courses. 


In another common lecture variant, the teacher spends 


most of a class period lecturing in response to questions posed by 
students. The teacher answers each question with a short, straight- 
forward lecture that relates the inquiry to other course content or 
shows how it illustrates a fundamental issue in the field. This 
question-lecture is a variant of the lecture rather than of the discus- 
sion format because during it the instructor does not interact a 
| with students; he or she simply uses student questions 
lecture points to explain further. Students’ 
d, however, because their questions are 


great dea 
to determine which 
involvement is still fostere 


being answered. . 7 
In a Lecture-discussion the college teacher encourages students 
to comment or express concern rather than simply raise ques- 
tions. The typical lecture-discussion class begins with the instruc- 
tor speaking for five to fifteen minutes and then stimulating a few 
minutes of discussion around a key point in his or her remarks. 
During such discussion the instructor offers brief clarification or 


: tudent 
ree n between S s mate z 
ee Lecture-discussions vary in the amount of time spent 
the talking- 


s din discussion, but most instructors using this format 
in lecture E at least twice in a period. Discussion skillfully 
is h lecture need not interrupt the flow of the lecture 
and it encourages students to think about the con- 
; resented as well as heightening their involvement in 
tent being am of the proceedings. 
common variation of the formal lecture is lecture- 
anA hich the teacher stops to ask specific questions or re- 
recitation, ents t0 read prepared material aloud. Lecture-recitations 
mes A event of question-lecture classes because in this case the 
are 


comments, but students do most of 


intersp 
organization, 


teachers and subjects (especially languages) still use it heavily. 
A final variation is the lecture-laboratory, in which students 


this method, but studio art and writi 
laboratories as well 


written, why bother to read the words aloud rather than simply 
assigning students to read the text? 


This is indeed a 
the sole Purpose of a | 
research consistently 
effective methods of 


conundrum if one accepts the premise that 


€cture is to present information, Available 


concludes that lectures are one of the least 


conveying information (Bowman, 1979; 


Fortunately, this narrow view of the obj 
ture is neither universal nor necessary. Lectu 


uch more 

than readings. Research suggests that a first-rate lecture jg better 
than written material at emphasizing conceptual Organization 
> 


clarifying ticklish issues, reiterating critical Points, and pine 
students to appreciate the importance of key information The 
high clarity of an excellent lecture aids understanding, as do the 
emotionally tinged associations created when students ] eam in a 
state of intellectual excitement. 
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The lecture is probably most effective at motivating students 
to learn more about a topic. Good lectures are very difficult to 
ignore. They are, above all else, engaging. Any student’s mind wan- 
ders more often while reading assigned chapters or articles than 
when listening to an instructor who makes his or her knowledge 
about a subject seem exciting and important. The intellectual 
excitement resulting from good lectures can make students more 
likely to read assignments attentively. Thus, lectures can be very 
effective at creating an emotional set that aids students’ learning 
indirectly by motivating them to apply their energies fully. 

Lectures, then, are not superfluous. When formal essays, 
expository lectures, Or provocative lectures are combined with 
any of the modes requiring student participation, such as discus- 
sion or laboratory, a number of educational goals can be accom- 
plished. Students can question their values and attitudes and 
increase their problem-solving and thinking skills. A professor 


can model the kind of thinking he or she wishes students to emu- 
late and then give them an opportunity to try it themselves. 
To organize lectures well, teachers must consider how stu- 


dents learn. The next section contains a brief summary of what 
psychological research has demonstrated about learning. These 
general principles apply to all human learning, but they are espe- 
cially relevant to the way content should be selected and organized 


for presentation in a college lecture. 


Summary of Relevant Learning Theory 

y theorists stress the importance of events out- 
side individuals for learning, the position taken here is that human 
learning is heavily mediated by internal events — thoughts or cog- 
nitions. The following principles of human cognitive learning are 
sufficiently well established to be used by a college teacher desiring 
tö organize and present lectures in ways most likely to produce 
learning (Bugelski, 1964; Eble, 1976). 


While man 


s better for college students to be active seekers than pas- 


fi. abt . j 
sive recipients of learning. 
2, For students to be fully engaged in learning, their attention 


must be focused on the material. 
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ave many cognitive associations to it; learning of isolated 
information js more difficult 


emotionally tinged, 
8. Students enter eve 


Interfere with learning Or can increase 
Motivation and provide an associational network for new 
learning. 


anxiety or chall 


: enge activates most 
earning; howey, 


er, excessive anxiety 


students and increases |, 
interferes with learning. 


Choosing What to Present in a Lecture 


This section deals with ways of organizing 
tures. The preparation is the same whether the instructor only 
lectures or combines lecturing with other activities, My recom- 
mendations in the remainder of this chapter concern both what a 


college teacher chooses to Present in a lecture ang how he or she 
presents it. 


Deciding How Much to Present. As instructors quick] 
learn, only a small number of major points can be Presented effec. 
tively in a single class meeting. Research on i can be Temem- 
bered following classes indicates that most co ege students can 


outstanding Jec- 
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absorb only three to four points in a fifty-minute period and four 
to five in a seventy-five-minute class, regardless of the subject 
being taught (Eble, 1976; McKeachie, 1978). Students can 
remember details about each point, but the number of general 
ideas that can be absorbed is limited. Attempting to cover too 
much causes the coverage of each point to be superficial and the 
pace to be rushed for the instructor and frantic for the students. 
Time to answer questions or to pause for individual ideas to sink 
in will be eliminated. Most critically, squeezing too much into one 
reduce the amount of learning because people 


presentation will 
ficiently when their minds are tem- 


store information much less € 


porarily overloaded. 
esentation. Since relatively few major 


Selecting Points for Pr 
h lecture (and in a semester), choos- 


points can be presented in eac 
ing what to present becomes critical. A first choice is whether to 


survey course content comprehensively or select only key or criti- 
cal topics for presentation. Though most teachers in theory endorse 
concentrating on points of fundamental importance, in practice 
they seem to believe that if they do not cover everything, their 
teaching is somehow suspect, shoddy, or superficial. Introductory 
or survey courses particularly evoke this feeling. When, as Is Com- 
mon, beginning college teachers fall hopelessly Behind eae 
near the end of the term, they wrestle in obvious discomfort over 
which important topics t° omit, Without guidelines on ways to 
seleot mnetecialy THE easiest course for an instructor to take is to 
attempt (E present it all, however sketchily. Neither college teach- 
PE however, are likely to be satisfied with this solu- 

tion to the problem. 
Experienced instructors know that lectures cannot carry 
onveying information. Readings 


a ‘bility for c 
i esponsibility 
the m oTa for lectures should be chosen using the fol- 


lowing criteria: 
Jinks OF general themes that tie together as many other 
te pe possible should be presented (Highet, 1950). Details 
will be associated to central points more easily. The lecturing 
e of placing topics in brief historical perspective is 
e of this advantage of organizing points 
be selected for their high interest to students 


practic 


]d also 
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If the most provocative topic in the assigned reading for a 
given class is ignored in favor of more theoretically critical 


o be disappointed. Satisfying stu- 
ut certain topics is a good way to 
e importance, beauty, or relevance 
Ss appealing at first and to motivate 


ng with a “grabber? OF ead 
producing Statement or juxtaposition that attracts the sion 
and holds their involvement as the plot and characters audience 
oped further. The opening of a lecture should also an devel- 
dents an expectation that something important will ime in stu- 

Many lecturers begin with a key question es ae 
the day’s lecture will attempt to answer or explain (“What ox that 
learn about changes in British images of the heroic throy can we 


a ; p : gh com- 
parison of nineteenth- and twentieth-century novels?»), inthe, 


option is to call attention to an intriguing example of op exceptio 
to a general phenomenon (“What does the treatment ofimmi n 


installmen 
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at Ellis Island immediately before World War I suggest about 
class and race attitudes and political power in early twentieth- 
century America?”). Sometimes lecturers approach a familiar 
concept from a fresh direction (“Today we will examine evidence 
supporting the idea that our culture’s emphasis on romantic love 
is a major cause of divorce”). Lectures aimed at students who 
have had considerable prior coursework in a subject are especially 
appropriate for beginnings that reexamine familiar ideas. 

After the attention-getter is chosen, there are several options 
for organizing the remaining points in a lecture. A common method 
is to proceed in a linear and logical fashion, gradually building to 
a final concluding point. Some lecturers, however, prefer non- 
linear organization, in which students may not understand at the 
beginning where the lecturer is heading. Jacob Bronowski, in his 
television series “The Ascent of Man” (1974), typified nonlinear 
on. Another common tack is to present two separate 
and conclude by contrasting and comparing 
hronologically is frequently appropriate in 
ther subjects this approach can bore 
is important in its own right. 
of a given lecture (and one 
should vary the approach from one class meeting to another), it is 
advisable to approach the structure of the formal lecture as much 
as possible. Ploughing through loosely related topics without 
emphasizing the relationships among them promotes neither 
understanding nOr satisfaction. When organizing a lecture, the 
instructor should remember that it is a dramatic presentation 
boundaries: a^ engaging beginning and a concluding 
The best lectures can be completed in a single class, but if 
tinued, the speaker should bring the first 


organizati 
topics in some detail 
them. Proceeding € 
history courses, but in 0 
students unless the chronology - 

Whatever the organization 


needing 
ending. 
a lecture MUS 
tto ane 


Lecturing tO Promote Independent Thinking 

The professo" who wants students to think and reach con- 

clusions On their own pauni first model such thinking for them 

(Harrison, 1969; Satterfield, 1978). Explicitly pointing out the 
esses involved helps to ensure that all students will 


thought proce? ir ih s $ 
the instructor is attempting to demonstrate. Students 


. notice what 
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down to earth a bit. 


become disillusioned —pyt it’s th 
to think Critically on t 
Finally, 


ructor chooses t; 
Organized will 
their event 


© present in a lecture and the 
affect students’ understanding 
ual sophistication in a subject 
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and practiced beforehand so it 


and every inflection was planned 
would have the desired effect on the audience. Yet the effect the 


orators sought was the appearance of speaking extemporaneously 


to express genuine emotions. In effect, Greek orators worked 


exceedingly hard to appear not to have prepared at all! Contem- 
porary college teachers can learn a useful lesson from them. 

Regardless of how carefully a teacher has prepared a lec- 
ture, the actual delivery should have a sense of immediacy, as if 
the speaker is having for the first time many of the thoughts he or 
she is sharing with the students. This quality of conversational 
intimacy involves the students more readily in the flow of ideas 
than does a didactic style. The instructor should avoid at all costs 
the stern, moralizing tone commonly associated with a lecture 
from a disapproving superior. Instead of speaking aż or even to 
students, the teacher should strive to speak for them (Satterfield, 
1978). This approach is more likely to sweep them along fully in 
the interesting story that the instructor has to tell. 

Beginning college S sometimes indicate that they 
plan to prepare for their courses by writing out all their lectures 
beforehand. Such energy would be highly misplaced. The elegance 
of written lectures is admirable, but such lectures take too much 
time to prepare and cannot seem spontaneous when delivered. 
Rather, teachers should think first about the major points they 
wish to present. If they want to plan specific classes ahead of time, 
they should write brief outlines for at most the first three class meetings. 
Until an instructor has actually used notes, he or she will 

detail is needed or how much material can be 


not know how much 
given class. Because 
be sufficiently prepared and will run out of content before the 


class hour is uP» they almost always prepare too much and write 
motes: in (60 much detail. After a few months’ experience, they 
gradually shorten their lecture notes and come to realize that their 
initial fantasy about writing out all lectures ahead of time was 


practical. 
o 


instructor: 


; ause most beginners fear they wi 
covered ina 5 y will not 


quite im 


Lecture notes should contain in outline the major topics 


selected for presentation and the key points under each (Highet, 
1950; McKeachie, 1978). Experienced instructors know that 
complete sentences 1P notes:are both unnecessary and difficult to 
read quickly- Words or brief phrases suffice. Any formulas or 
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definitions to be read to the class may be written out, 

quoting from memory or reading them from a book is ofte 
impressive to students. The purpose of lecture notes is to 

the instructor of what he or she thou: 
class, not to provide something to 
criteria for the length of lecture no 
than one page is probably too short 
too long. To achieve a sense of imm 
lege teacher must create a lecture to s 


though 
n more 
remind 


tes for a single class, but less 
and more than three is surely 
ediacy and spontaneity, a col- 


> 
the notes. 


Introducing Variety. An instructor must not only capture 


but also hold students’ attention throughout each class meeting. 
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way. Students’ faces give the best indication of the way a presenta- 
tion is being received (Highet, 1950). Students signal when they 
are no longer caught up in a lecture and are having to work to pay 
attention. 

Yawns, chair shuffling, sighs, or whispered asides to fellow 
students clearly tell an instructor that it is time to do something 
different. More subtle cues give the same message. There is a cer- 
tain glassed-over quality in students’ eyes that shows they are no 
longer fully engaged. The wise instructor looks for it constantly to 
fine-tune the pacing of a lecture and to indicate when it is time to 


ask a question, give an example, or in some other way break 


stride for a short while. 
Another technique to solicit feedback from students is to 


ask questions such as “Am I going too fast?” or “Should I slow 
down a bit to let all this sink in?” Highet (1950) suggests keeping a 
running joke with the students in the back row of a large room: 
Every week or so the teacher can break up slow spots in a lecture 
by suddenly asking, “Can you people in the back row still hear me 
okay?” Occasionally asking students for such feedback keeps them 
alert and lets them know the instructor is concerned. 

Emphasizing Organization. A good lecturer tells the class 
what he is going to tell them, tells them what he wants to tell 
them, and then tells them what he has just told them. Though 
boring if done to excess, previews and recapitulations are partic- 
ularly useful ways to emphasize organization and key points. Stu- 
dents have thought about many other things since the last class 
meeting and can benefit from brief statements connecting the 
day’s topic to what went on before. Mentioning the objectives for 
the day’s lesson provides a context within which students can 
organize what they hear, especially if a major shift in the course 
has occurred. . CNN 

A college teacher can also emphasize organization in a lec- 
ture by reviewing at the end of major sections and at the end of 
each class. A few sentences of recapitulation can help students 
notice that a transition is occurring and a somewhat different 
point is now going to be addressed. At the end of class, the teacher 
should take five minutes to tie things together and anticipate what 
will happen next time (Eble, 1976). The best lectures are well 
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enough paced and include few enough points to allow an instructor 
three to five minutes at the end to put what has been said into per- 
spective rather than desperately trying to cram in a few more 
details while the students are disengaging mentally, if not filing 
out the door. 

Excellent students can take useful notes from the lectures of 
almost any professor, but the best lecturers are those from whom 
it is easy for every student to take well-organized notes. Though 
research indicates that taking notes is not really related to the 


80), factors such as intelligence 
and motivation probably mask the role of note-takin 
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students simply examine the handout, develop a false sense of 
security, and pay little attention to the lecture, knowing they can 
refer to the outline if they miss something. Handouts, like student 
lecture notes, should provide organization and a reminder of what 
the students heard in the lecture. Thus, the teacher should distrib- 
ute handouts when presenting the material they deal with. They 
are no substitute for a clear and engaging lecture from which a 
student actively creates a personal set of notes, but they do consti- 
tute useful souvenirs of the experience. 

Blackboards and Flip-Charts. Whether green, beige, or 
white, blackboards are a universal feature of classrooms that are 
easily taken for granted. Because using them can soil hands and 
clothing, many teachers disparage and sometimes avoid them, 
but their educational value is substantial even in our electronic 
era. Nineteenth-century educators appreciated the blackboard’s 
value. In 1841, Josiah Bumstead wrote, “The inventor or intro- 
ducer of the blackboard deserves to be ranked among the best 
contributors to learning and science, if not among the best bene- 
factors of mankind.” Boards are still one of the most effective visual 
aids available. 

The act of writing on the blackboard focuses student atten- 
tion on the lecture. Research indicates that most college students 
otes virtually everything the teacher writes on 
the board (Howe, 1980). Unfortunately, students sometimes omit 
key words when they take notes, totally missing the meaning ofa 
lecture point. Thus, the blackboard is an excellent place to write 
key words or names used in a lecture — if for no other reason than 
to make it more likely that students will learn to spell them correctly. 

Writing a definition on the board draws students’ attention 
to it and is most appropriate if the teacher wishes to comment on 
various words and components of the definition in some detail. If 
the instructor’s sole purpose is to be sure that students write the 
definition correctly, class time can be better spent dictating the 
exact wording. Writing on the board takes time (especially if mate- 
rial is written clearly enough to be read easily by students in the 
back rows), and it is possible to use the technique to excess. Basic 
rules are to write nothing unimportant on the board, nothing that 
one does not refer to in some detail, and nothing overly lengthy. 


will copy into their n 
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Many excellent teachers routinely write an outline of the 
day’s lecture in one corner of the blackboard before class begins. 
This provides a useful preview of what is to come. A teacher 
should not write a great deal on the board before class, however. 
Students will simply copy it all down at the beginning of class, sit 
back, and relax. It is the process of writing on the board during a 


lecture that keeps students’ attention and prompts them to orga- 
nize content. 


Flip-charts of newsprint are another popular method of 
accomplishing the same ends. They allow different colored mark- 
ing pens to be used (colored chalk is difficult to read), and the 
notes need not be erased during or after class. 

Electronic Aids. Electronic audiovisual aids in college class- 
rooms can greatly enrich a lecture, but they are neither necessary 
nor sufficient for lecturing virtuosity. Electronic devices are essen- 
tially previously Prepared blackboards with a greater range of 
sensory stimuli and power to attract students’ attention. Their 
additional power results from the auditory, colorful, or moving 
graphic illustrations that can be used. Such enrichment is espe- 
cially needed in very large classes (over 120), where the imperson- 
ality of the situation makes students less involved. The decision of 


most importance concerning any audiovisual aid is whether its 
advantages outweigh its cost and justify using it instead of hand- 
outs and blackboards. 


Overhead trans 


Slides are much more difficult 


for most teachers because 
support personnel must Photograph 


scenes (paintings, buildings, villages, geological features), 35mm 
slides are indispensable. Lik 


all too often used to pres 
written on the board. 
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Motion pictures illustrate content vividly, and the best con- 
temporary educational films are conceptually complex and of high 
interest to students. Showing a long film takes up scarce class 
time, however. Given the relatively limited educational benefits of 
films, many teachers choose to show them at night or have film 
clips produced by media centers showing just the part needed to 


illustrate a lecture point. 
Videotape cassettes have many of the advantages of motion 


pictures, although TV screen sizes severely limit the number of 
students to whom they can be shown effectively. Modern video 
projectors are a decided improvement over standard monitors. 
Cassettes have the advantage of allowing the instructor to show 
desired segments easily. 

An ideal method of showing films or videotapes, available 
at many schools, is to have them housed at the library (typically in 
the reserve or nonprint section) where staff can show them to stu- 
dents individually or in small groups during regular library oper- 
ating hours. Some library media centers will tape selected lectures 
for students as well. 

Electronic methods of focusing student attention, present- 
tating student organization can enrich the 
proficient instructor. However, they have 
but not limited to, cost) that must be 
offer over simpler methods. 
dvantages of Visual Aids. An instruc- 
tor must consider a number of things when deciding which visual 
aids to employ and how frequently to use them, Availability is a 
primary concern. Blackboards are almost always present, and 
flip-charts are inexpensive and casy to carry. However, unless a 
classroom is permanently equipped with a transparency, slide, or 
ideotape player, using these electronic aids 
requires prior scheduling, transportation, and setup in the class- 
room. Audiovisual machinery is not difficult to learn how to oper- 
ate, and every college teacher should devote the minimal effort 
required to learn how to present each kind of visual aid. But 
something will go wrong on occasion — someone else will have 
taken the overhead projector without checking the reservation list, 
the bulb will blow out on the slide or movie projector, or the video- 


ing content, and facili 
lectures of an already- 
disadvantages (including, 
weighed against what they’ 

Advantages and Disa 


movie projector or a V 
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tape cassette will jam. Purchasing one’s own equipment to escape 
the hassle of ensuring its availability is expensive, but instructors 
who have come to depend on these devices sometimes take that 
step. Having electronic aids available when one needs them does 
require planning and introduces the risk that they may on occa- 
sion not be there. (The availability of chalk in classrooms cannot 
be assured either, but it is easy to carry chalk to class routinely.) 

Another consideration is the amount of advance preparation 
required. All visual aids require some advance planning; even 
diagrams drawn on the board must be planned beforehand. Films, 
film clips, and 35mm slides require more lead time — frequently 
weeks, sometimes months— because of the assistance from others 
that is required. 

A final consideration is the degree of disruption in lecture 
delivery resulting from the use of audiovisual aids. Turning to 
write on the board disrupts the proceedings little if the teacher 
does not lose eye contact with the class, but writing out a lengthy 
chart is guaranteed to lose students’ attention. Turnin 
tape player already wound to the desired segment als 
little disruption. The major disruptions caused by el 
are the noise they make and the necessity to dim cla: 


ing. Both make it more difficult fo: 
attention. 


g on a video- 
o introduces 
ectronic aids 
ssroom light- 
r a teacher to keep students’ 


General Principles of Using Visual Aids. The first principle 
is to use visual aids frequently enough to keep student interest 
high but not so often that students become distracted or have no 
time to think about what is being said. One outstanding college 
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instructor I observed has perfected a lecture style that uses a daz- 
zling array of electronic methods, primarily alternating between 
35mm slides and film clips. His presentations sometimes average 
one slide or short film clip for every 90 seconds of class time. 
Though ‘iis classes are highly engaging, students in them may not 
have su-sicient time to think about the implications of what they 
have observed. Many may simply sit back and wait for the next 
display. This particular style is most effective with extremely 
large classes (over 300) and cannot be duplicated without consid- 
erable technical expertise or support personnel, In deciding on the 
appropriate amount of visual stimulation, an instructor should 
remember that the thoughts that go through students’ minds are of 
more importance than the artful displays passing before their eyes. 

A second general principle is to reveal visual material grad- 
ually, as it is referred to, rather than displaying it all at once. This 
keeps students’ attention focused on one major point at a time. 
The teacher should write concepts on the blackboard one at a time 
to stimulate student thought and memory rather than putting 
them up all at once and then commenting about each individually. 
With overhead transparencies the instructor can use a blank sheet 
of paper to cover the parts not yet discussed. The same kind of 
thing can be done by preparing a series of 35mm slides, each iden- 
tical to the one shown before except for the addition of one new 
topic at the bottom. However, using slides in this way requires 
considerable advance planning and cannot be modified easily 
during a presentation. 

This section has touched only briefly on the possible ways 
that diagrams or outlines can be presented by using visual aids. 
The educational applications of electronic technology are expand- 
ing rapidly and will undoubtedly become even more sophisticated 
in the future. Even today there is nothing except expense to pre- 
vent a college teacher from programming a small computer to dis- 
play on a projection video screen lecture outlines or diagrams that 
change as the lecture progresses. Such materials could be stored 
on easily carried floppy disks, presented to the class as the instruc- 
tor wishes, and modified on the spot if desired. 

Regardless of the specific methods used to present material 
visually, the psychological and educational purposes of the lecture 
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remain the same: to ensure that students concentrate fully on the 
presentation and that they understand and organize it maximally. 
It is important for a college instructor not to let “gee whiz” tech- 
nology obscure these fundamental and traditional purposes, 
objectives that can also be accomplished by a masterful teacher 


equipped with a single piece of chalk, a board, and a reasonably 
quiet place in which to teach. 


Intellectually Exciting Lectures: A Recapitulation 


An outstanding lecture is many things. Primarily it is con- 
tent that has been carefully selected and organized to capture the 
essence of a topic, complement what is Presented in readings, and 
motivate students to learn the rest. The best planned content, 
however, will have little impact on students if it is not delivered 
well. To achieve all the potential of a lecture, the instructor must 
use variety and tension in his or her voice, movements, and visual 
enrichment to keep the audience captivated and stimulated and to 
aid their memory of what went on. 

Two short lists loosely adapted from Kenneth Eble’s The 
lude this chapter. The first is a set of 


Suggestions for Bad Lecturing. 
Begin a course with no introduction to 


own bias. Simply start with the first topic you wish to present. 


2. Make no references to the broader context related to the spe- 
cific topic being considered. 


3. Do not acknowledge the students’ 
knowledge and experience, 

4. Become preoccupied with the 
neglecting the central subject o 

5. Give excessive attention to the 
to those parts that most interest 
tral importance-or interest. 


the subject or to your 


interests or previous 


historical context of a topic, 
f the course. 


trivial details of the subject or 
you; omit topics of more cen- 
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6. 


13. 


14. 


Dwell extensively on your private scholarly quarrels with 
other authorities over esoteric points without showing how 
your concerns relate to the larger subject. 

Qualify terms so excessively that students will not be able to 
explain them to a friend immediately after class. Be so spe- 
cific and sophisticated in the definitiorls you present that 
students will have to memorize what you say word for word 
and will be unable to define terms meaningfully in their 


own language. 
Present learned quotations without connecting them to the 


content. 

Justify conclusions on the basis of tradition or authority 
without explaining why the authorities believe as they do. 
Use arcane terms and make no attempt to define them; do 
not acknowledge that students may not know what you mean. 
k at your audience. With a fixed posture, keep 


Rarely loo 
the ceiling, or the side 


your eyes on your notes, the floor, 
walls. 

Speak in a monotonous voice, 
force, or enthusiasm. : 
Hesitate frequently in the middie of sentences, but rarely 
pause at the end of major lecture sections. 

Show little sense that time is passing and insist on present- 
ing points in the orderly manner you have planned, even if 
individual classes end in midtopic or you fall far behind the 


course syllabus. 
Indicate that you know the 
tient, but then do nothing differently. 


showing little emphasis, 


students are confused or impa- 


Suggestions for Good Lecturing. 


Fit the material you present to the time you have available. 
Seek concise ways to present and illustrate content. Express 


concepts in the simplest terms possible and define technical 


terms when using them. 
Begin each course and class by pricking the students’ inter- 


est, expressing positive expectations, and sharing the objec- 


tives you have for them. 


118 


10. 
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Follow a prepared outline but include improvised material 
or illustrations. Appear Spontaneous even when you are fol- 
lowing the outline closely. 

Break up the monotony of lectures by varying methods of 
presentation. 

Use a wide range of voices, gestures, and physical move- 
ments, but be yourself: Develop a varied and interesting 
styte consistent with your values and personality. 

Give students regular places to catch their breath and ask 
questions. It is “better to talk too little and stop short than to 
go on for too long” (Eble, 1976, p. 53). 

End each lecture with a concl 
happened today with what wi 
meeting. 

Be guided by your students during your lectures. Continu- 
ally observe their reactions, acknowledge them, and modify 
your approach when indicated. 
Remember in your relationships with students that all of 
you are persons first, students and teacher second. Remem- 


ber that you, as a teacher, “are both host and guest” (Eble, 
1976, p. 53). 


usion that connects what has 
ll be covered during the next 


CHAPTER Ó 


Enhancing Learning 


Through Classroom Discussion 


A useful classroom discussion, unlike a dormitory 
bull session, consists of student comments separated 
by frequent probes and clarifications by the teacher 
that facilitate involvement and development of 
thinking by the whole group. Dynamic lecturers 
captivate a class by the virtuosity of their individual 
performances. Master discussion leaders accomplish 
the same end by skillful guidance of the group’s col- 


lective thinking processes. 


College teachers who lead successful classroom discussion say 
much more than “Any questions?” or “What do you think about 
this?” In their hands, discussion (any verbal student response to 
instructor questions or comments) is an active intellectual process 
as emotionally involving as the most dynamic lectures. 
Discussion requires interaction between student and teacher, 
so its effectiveness depends heavily on the quality of student- 
teacher relationships. Because discussion is much more unpredict- 
able than lecturing, it requires considerable instructor spontane- 
ity, creativity, and tolerance for the unknown. Whether it is held in 
small seminars or in larger lecture-discussion classes, discussion 
r to have excellent communication and interper- 
ll, discussion can promote independent 
s well as enhance student involvement. 


requires a teache' 
sonal skills. If done we 
thinking and motivation a 
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Like the lecture, discussion produces in many college 
teachers (and students) strong positive or negative attitudes that 
are based more on philosophical or political values than on experi- 
ence. For many, discussion seems desirable because using it 
implies that students have important thoughts and experiences to 
contribute. An instructor who allows classroom discussions recog- 
nizes students as active Participants in their own learning as well 
as passive recipients of the information and insights that the teacher 
has to share. Some people value discussion because the instructor 
Seems more egalitarian or democratic during discussion exchanges 
than during lectures. A few go so far as to denounce other forms 
of instruction — especially the lecture—as insulting, even dicta- 


or as a shortsighted pandering to 
and desire to hear themselves talk. 


Though there are valid philosophical objections to class- 


oom discus ege teachers have negative views of 
discussion simply because they have never observed good discus- 


sion or been able to use it effectively themselves. Like the lecture, 
discussion at its worst is painfu 
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stage presence, leadership, and energy as presenting a lecture— 
and considerably more interpersonal understanding and com- 
munication skill. Because of these additional requirements, some 
educators believe that leading an outstanding discussion is more 
difficult than giving a lecture of comparable quality (Eble, 1976). 

In this chapter the many ways of using discussion in college 
classes are considered, and instruction on developing discussion 
skills is offered. Topics covered include educational objectives that 
can be achieved by discussion, different kinds of classroom discus- 
sion, general characteristics of outstanding discussion, specific 
instructor skills that facilitate dialogue, and ways to handle special 


discussion problems. 


Educational Objectives for Discussion 


Course Content. As McKeachie notes, “Discussion is prob- 
r presenting new information which the student 
is already motivated to learn” (1978, p. 35). Though not effective 
for presenting content per se, discussion does aid its mastery by 
encouraging students to actively process what they learn as they 
sit in class. Asking a few students to think and speak out loud en- 
students to think more fully about content. Discus- 
ilate and integrate information they have 


ably not effective fo 


courages all 
sion helps students assim 
initially acquired from readings or lectures. 

A skilled lecturer can walk the class through an application 


of a general concept toa specific problem or example, but this can 
also be done via group discussion. Though the students’ solution 
may not match the instructor’s, it is more likely to be at a level of 
understanding appropriate for the class as a whole. Lecturing to 
students about a method of literary criticism, research design, or 
gramming is fine as far as it goes, but asking them to 
apply in class what they have learned requires them to demon- 
strate understanding, not merely memorization. Applying gen- 
eral ideas also promotes independence and is good practice for the 
time when students will be expected to work on their own. Class 
y for students to try their wings while the 


computer pro 


discussion is a safe wa 


instructor hovers close by. 
Students can also be asked in discussion to compare and 


contrast different concepts. Focusing on the similarities and differ- 
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ences that always exist between specific ideas helps to link the 
ideas in an associational network. Such networks are remembered 
far longer than isolated concepts. Discussion is useful for empha- 
sizing the connections between new and old knowledge. 

Though each of these content objectives can be achieved to 
a similar degree with a skillful lecture, discussion is desirable 
because of the other objectives that it can meet, some of which it 
meets more easily than does lecturing. 

Thinking Skills. The objectives discussed thus far deal with 
knowledge as product—with what students learn (Axelrod, 1973). 


Discussion is most useful to teach the process of learning, that is, 
thinking. A rhetorical q 


to think for a few seco 
a group discussion c 
Discussion is especially stimulating for students who speak, but 
thinking is also stim 


classmates and consider what they might have said themselves. 


By modeling a desired 
skilled discussion leader 


students to demonstrate 
it also tells an instructor how 
she presented was absorbed. 


Attitudes. Discussion is 


particularly good at revealing stu- 
dents’ attitudes. The question 


Presented by the instructor as a 
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stimulus for discussion—the probe—frequently focuses on stu- 
dents’ emotional predispositions or values. For example, a teacher 
might ask, “Are you or are you not in favor of capital punishment, 
and how did you arrive at your position?” or “Do you believe the 
ideals of socialism can be put into practice, given human selfish- 
ness?” Whether they participate in the discussion or not, students 
become more aware of their own attitudes and values by compar- 
ing them with the values and attitudes expressed by others. Expo- 
sure to different views can lead some students to question or even 
change their implicit assumptions. 

Though especially useful in the humanities and social sci- 
ences, discussion is an ideal way to demonstrate to students of any 
discipline how knowledge may be evaluated. For example, stu- 
dents can be asked to assess the social benefits resulting from basic 
research and technological innovation, or how one theory or 
observation leads to fruitful subsequent inquiry. Because evalua- 
tion is personal, discussion is ideal for encouraging it. 

When students have strong and differing opinions about 
course concepts, it is relatively easy for a college teacher to bring 
these out in discussion, Students are more likely to jump into 
discussion when a distant or historical topic is connected to a local 
or contemporary issue about which they disagree. Skilled dis- 
cussion leaders heighten differences in any group and use them to 
teach valuable lessons about the role of affective judgments in 


intellectual endeavor. ch ie 
Student Involvement. In addition to clarifying content, 


teaching rational thinking, and highlighting affective Judgments, 
discussion is particularly effective at increasing student involve- 
ment in classes. Some instructors believe that only those few stu- 
dents who get a chance to speak become involved in discussion, 
while others are left out. If discussion consists only of isolated stu- 
dent and instructor dialogues, this point may be valid, but for the 
kind of group discussion featured in this chapter it is not. 
When a college teacher initiates discussion with a provoca- 
tive comment or question, every student must shift gears. Discus- 
sion breaks up the lecture routine, increasing involvement by its 


novelty alone. Students pay closer attention for a while, merely to 


see what the instructor is going to do or what others have to say. 
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They probably will think about what they might say if they were to 
enter the discussion, even if they do not actually speak out. Those 
who comment receive a lot of attention, and many of their class- 
mates enjoy this vicariously. Discussion in itself increases involve- 
ment only briefly, however. A discussion leader who lets students 
talk on and on with little control or direction will soon lose the 
group’s attention. 

Interpersonal Objectives. Discussion can promote student 
rapport, independence, and motivation in ways unattainable by 
lectures alone. Motivation to learn is increased because students 
want to work for an instructor who values their ideas and encour- 
ages them to be independent. An instructor who by discussion 
asks for students’ opinions communicates that he or she cares about 
their reactions to the course. 

Discussion enhances rapport between student and teacher 
partly because it gives instructors so many chances to show accep- 
tance of student ideas. When students offer comments or raise 
questions, they risk being judged critically by their professor and 
their classmates. Student comments are offered to the instructor in 
the hope of approval and verification of 
tence. The quality of the instruc 
both the student offerin 
interchange. 


their academic compe- 
tor’s response potently influences 
g the comment and those observing the 


Over an academic term, interactions between college teach- 
ers and students during class discussion reflect the morale of the 
whole group. Early in the term, discussion gives students an oppor- 
tunity to determine how much to fear their instructor, A few will 


and each other and an 
is demonstrated. 

se it requires students to 
Ost part, students must 


arena in which the group’s development 
Discussion is also important becau 
demonstrate independence. For the m 
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come up with responses on their own during discussion. They 
may say how they feel about a topic or give specific arguments 
supporting or opposing those presented in readings or by the 
instructor. 

Instructors who are skilled facilitators achieve both educa- 
tional and interpersonal objectives with discussion. If they are 
perceptive of student communications and skilled in the specific 
techniques of leading discussions, they can balance a critical atti- 
tude toward students’ contributions with acceptance of their indi- 
vidual worth. Instructors who reinforce student comments while 
correcting their errors educate as well as reassure and make the 
individual attention students receive during discussion something 


to be sought rather than avoided. 


Types of Discussion 


The ways college instructors use discussion vary in the 
amount of time students talk and the number of students involved. 
Some instructors allow only one or two students to respond to a 
question before changing the focus or resuming their lecture. 
Others give up to six or seven students a chance before moving 
on. All successful discussion leaders direct the group’s thinking by 
following a series of student comments with brief remarks or addi- 


tional questions that build on students’ comments. 
Though it is difficult to make generalizations about the 


optimal length of discussion, ten to fifteen minutes per class meet- 
ing suffices to achieve most of the benefits of class discussion. 
More than thirty minutes of discussion at one stretch can develop 
greater intellectual independence among the few speaking stu- 
dents, but extended discussion can also frustrate the majority, 
especially the more conventional and dependent students. The 
type of discussion and the attitude with which it is conducted are 
more important than the length of time spent on it. 

Discussion also takes different qualitative forms. In one, an 
s to student complaints on administrative matters. 
Gripe sessions give the teacher important feedback and promote 
interpersonal rapport by letting students “blow off steam” and 
showing the teacher’s interest in their problems (McKeachie, 


instructor listen 
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1978). Because this kind of discussion deals exclusively with group 
maintenance concerns, however, frequent use of it can be counter- 
productive because it takes time away from the group’s task. 

Two types of teacher-student interchange are sometimes 
called discussion. In one, the instructor gives students an oppor- 
tunity to clarify content or ask for opinions on related issues. In 
the other, the instructor asks questions requiring specific knowl- 
edge of course content, frequently from the readings. In isolation, 
neither question-and-answer form is really discussion because 
student remarks do not build upon one another. Isolated dialogues 
or recitation can, however, be used as a springboard for addi- 
tional discussion or explanatory comment by the instructor; thus, 
questions and answers can be the start of involved and thought- 
provoking sessions. College teachers using this approach should 
remember that the questions they or the students ask are of much 
less importance as ends than as beginnings. 

Because discussion is difficult in groups of over fifty, a com- 


mon practice is to divide the class into “buzz groups” of five to ten 
students, each of which discusses 
several minutes before the class i 
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tially, one variation is have each side assemble and argue for the 
position they do not endorse, against their own beliefs. This is 
guaranteed to produce a lively exchange and a fresh consideration 
of the topic by all. 

Though students enjoy occasional role playing immensely, 
getting them started requires instructor confidence as well as skill. 
The teacher should assume that many students are secretly eager 
to participate and will volunteer if he or she expects them to and 
waits them out. An instructor should avoid communicating doubt 
or uncertainty by making jokes about student eagerness, or lack 
of it (“Don’t everyone rush to volunteer at once!”). Above all, the 
teacher must not give up. Students resent an instructor who gives 
up on getting volunteers and “drafts” students to participate. Stu- 
dents will volunteer more quickly if told at the start of class that 
role playing is going to occur (“Some of you will get to role-play an 
interesting situation later on today”). 

Some college teachers engage the class in a group problem- 
solving discussion that is designed to teach decision making. 
Regardless of the specific method of problem solving that is taught, 
this discussion format requires considerable time (part or all of 
several class meetings) in order to be effective. Most problem- 
solving methods are complex, with a number of separate steps, 
from “identify the problem” to “check the results” (for example, 
Wales and Stager, 1976). Less involved discussion can model and 
promote problem solving without occupying so much class time, 
but more structured methods should be considered if the primary 
objective of a class is to teach decision making. 

The most common type of discussion is the kind in which 
instructors ask in the midst of lectures for student comments on 
specific issues. From thirty seconds to fifteen minutes may be 
spent in such discussion before the lecture is resumed. Simple dis- 
cussion like this is common because it is so flexible and, depending 
on the specific questions asked, can meet all the objectives dis- 
cussed in the preceding section. A teacher can decide on the spur 
of the moment to give a breather in a fast-paced lecture, to focus 
on a particular paradox in the content, or to increase students’ 
involvement by asking them to guess what happened next. Dis- 
cussion generally should be planned, but this type can be intro- 
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duced spontaneously when it seems needed. Brief periods of dis- 
cussion scattered throughout help to give a lecture variety. Instead 
of changing voice characteristics, bodily movement, or pacing, a 
lecturer can use student comments to enliven a presentation. Par- 


ticularly effective college teachers commonly use this form of 
discussion. 


Techniques for Leading Discussion 


However a college teacher uses discussion, a common set of 
fundamental communication skills are required. Some of these 
are general principles that apply to most situations, while others 
are quite specific and have more limited value. In the following 
section general considerations are presented first, followed by spe- 
cific techniques for starting, shaping and guiding, and ending 
discussion. 

General Considerations. Discussion techniques should fit 
desired objectives; brief discussion suits limited objectives. For 
example, if an instructor sees the class’s attention waning, he or 
she might say, “Can anyone guess what happened next?” or “What 
might be the next point in the argument?” Even if no one responds, 


encouraging students to anticipate in this way increases their 
involvement. 


Sensing student discomfort or confusion, an 
might remark in a slower, more reflective voice: “Weve covered 
several important points today. What do you think of them thus 
far? Are you persuaded or troubled by this line of thinking?” Such 


questions let students relax and communicate the teacher’s con- 
cern about their reactions to the content. 


A similar tack is to m 
ing, “Any questions about these ideas before we 


instructor 


e for questions punc- 
er, and demonstrates 
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When classroom discussion occurs for more ambitious 
purposes than these, the specific technique used must still fit the 
desired objective. For example, a college professor wishing stu- 
dents to appreciate the thought processes of a famous person they 
have studied might ask them to imagine how that person might 
have felt or acted (“What might have been at the source of Freud’s 
strong desire to become famous?” or “If you were Franklin D. 
Roosevelt recovering from polio, what sorts of things might you 
think about as you contemplate resuming a career in public life?”). 
This technique increases empathy and identification with the per- 
sons whose lives or ideas are being studied. 

When using discussion to promote independent and critical 
thinking, an instructor should stimulate objective thinking rather 
than pérsonal identification. He or she should ask questions such 
as “What are some problems with that line of reasoning?” or “If we 
assume that the author had these two purposes, how else might 
she have brought the plot to resolution?” Such discussion pro- 
motes general reasoning and can teach the type of scholarly argu- 


ments favored in a discipline. 

Asking students to compare and 
and individuals orally in class helps to clarify the relationships 
within a content area. This discussion technique is highly favored 
because it encourages students to form associational networks, 
thereby increasing understanding and retention of details. For 
example, an instructor might ask, “How does the French Revolu- 
tion illustrate the influence of both Enlightenment and Counter- 
Enlightenment ideas?” or “How were the themes of early twentieth- 
century American artists of the ‘regional schools’ similar and dis- 
similar to American composers of the same period?” Questions 
that students may not have considered before increase under- 
standing of content as well as critical thinking. 

College teachers who want to increase students’ awareness 
of value controversies relevant to content should design discussion 
to reveal differences in student beliefs. Such discussion is most 
effective when students are already aware that they disagree about 
a topic, and a skillful discussion leader will phrase the question to 
e instructor both stimulates contro- 
) and creates an atmosphere of 


contrast concepts, theories, 


maximize disagreement. Th 
versy (“Let's you and him fight! 
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acceptance that promotes tolerance (“Is it necessary that we all 
agree on this?”). 

To illustrate, suppose a sociologist wishes students to 
recognize that the benefits of affluence and middle class men:ber- 
ship often come at the expense of underclass labor. South African 
apartheid is chosen as a notable contemporary example. If the 
instructor simply assigns readings and discusses apartheid, little 
disagreement is likely to ensue. Students might disagree on 
appropriate government action to combat apartheid, but no stu- 
dent is likely to favor such an obviously exploitative racial caste 
system. Even though the class might participate in a lively 
denouncement of apartheid, none would be sensitized to the 
universal importance of class and power or the role of these issues 
in their own lives. 

A more effective approach would begin by asking why: 
eid was bad, in effect generating a list of agreements rather 
than differences. Then the instructor could shift the focus from 
South Africa to the role of class privilege and exploitation in the 
students’ own lives. He or she might ask, “How does each of us 
benefit directly from the cheap labor of exploited dark-skinned 
people?” Some students will think of the fruits and vegetables 
picked by migrant laborers; others may notice their fashionable 
running shoes, sewn by poorly paid Asian workers. The teacher 
should have a few examples in mind in case they are needed to get 


the students going, but students can usually think of their own 
instances quickly, 


aparth 


Students will try to-relieve the class discomfort generated 
by a personally relevant discussion in a number of ways. Some 
will justify the class system in this country, using standard demo- 
cratic society notions; others will argue against such points. Per- 
sonalized discussion forces students to encounter the inconsistency 
between their social values (especially as applied to distant, largely 
symbolic examples) and their personal behaviors and interests. 
Students are not likely to change their values overnight because of 
such a discussion, but they will gain a fuller appreciation of the 
concepts under study and may become less smug about their 
moral superiority. 


The first general principle of discussion, then, is to use it 
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for an intended purpose, not simply because there is something 
inherently beneficial about hearing students’ voices. A second prin- 
ciple is that the advantages of discussion must be weighed against 
what can be accomplished given a number of realistic constraints. 

Discussion always represents a tradeoff of time and objec- 
tives; the instructor must decide if a particular objective is better 
met with discussion than with lecture, demonstration, or some 
other activity. Class size is one of several constraints that influ- 
ence this decision; The number of possible objectives satisfied 
with discussion decreases as the number of students increases. In 
classes of less than twenty students, discussion can fulfill any pur- 
pose. Extended problem-solving sessions, class projects, or stu- 
dent presentations are easy ina small class. Discussion can also be 
used in larger classes to increase student involvement, emphasize 
times of transition, promote critical thinking, and increase value 
awareness. 

Physical space can be an inhibiting factor. Discussion is 
easier when all students can see each other and the instructor. | 
Many teachers arrange classes in circles or horseshoe formations 
to facilitate eye contact. Seat arrangement affects the quality of 
discussion less than does the instructor's skill in eliciting and guid- 
ing it. However, because extended group problem-solving or 
value-clarification sessions require that students make eye contact 
with each other easily, a course with such objectives should be 
taught in a classroom with conducive seating. 

The largest constraint on the use of discussion is time. The 
most satisfying college classes are painfully fleeting for students 
There are so many ideas to present and 
things to learn and so little time. College teachers must weigh 
judiciously the task against the maintenance objectives that can be 
met in a given period. Lecturing in every class might give 
students more short-term knowledge of principles and facts, but it 
would also dampen motivation and satisfaction over time. On the 
other hand, designing entire courses around group discussion 
might promote high emotional involvement and independent 
thinking, but more dependent students would find such classes 
tor could not be certain that essential 


and instructor alike: 


frustrating, and the instruc! 
content would be mastered. 
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Most outstanding college teachers resolve the time dilemma 
by mixing their objectives and methods in varied and interesting 
sequences. Their students learn facts and principles, improve 
critical thinking skills, and assess subjective judgments through 
both lecture and discussion. The specific combinations of these 
methods that an instructor uses result from what he or she senses 
the group needs at the moment, weighed against the amount of 
time’ that remains. 

How can a college teacher create an atmosphere conducive 
to discussion? First, he or she should formulate questions that 
give students as much permission to be wrong as possible 
(McKeachie, 1978). Questions such as “How does the text define 
entropy?” or “What is the definition of existentialism?” leave little 


room for error. Even if a student is fairly sure of the correct 


answer, he or she may not feel certain enough to respond. Instead, 
the teacher should ask, “What about entropy stands out in your 
mind?” or “What does existentialis 
existentialist?” Including qualify 
know,” “what stands out,” 
students’ personal thoughts the teacher is interested in, not their 
ability to produce a “correc 
in this chapter, it is more 


discussion. 


The way college teachers respond when students offer com- 
ments has an even more critical 


the Fed regulate the money supply?” 
with “They print more money and burn less.” The teacher might 


smile and say, “Yes, in a way that’s the basic idea; they allow 
more money to be available by letting more out and calling in 
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less. But they do it through their power to regulate loans to other 
banks, not through control of the United States Mint.” When 
responding to students, an instructor should always reward them 
for trying (“Thanks for taking a stab at it”) or highlight something 
positive about their contribution, even if he or she must reinter- 
pret it a bit creatively to do so. The class has a common stake in 
knowing how much to fear the instructor, so all students will 
notice closely how each other’s comments are treated. Because of 
this, the way an instructor handles a seemingly stupid comment is 
more critical to communicating an accepting attitude than the 
way he or she responds to an apparently brilliant comment. 

Nonverbal messages also influence the way students feel 
after offering comments. Instructors need not scowl or throw up 
their hands to indicate displeasure. Merely looking away when 
the student is speaking or sighing slightly afterward gives the 
same message. An instructor should make eye contact when listen- 
ing to student comments and display whatever nonverbal cues 
(smiling, nodding) he or she habitually uses when showing inter- 
est in what another is saying. 

In addition to showing that students have little to fear and 
much to gain by participating in discussion, college teachers 
should show that they themselves are participating as well. Class- 
room discussion should be much more than recitation — students 
showing off what they know or that they have done the reading. 
Instructors can strengthen a spirit of mutual inquiry by deempha- 
sizing as much as possible the hierarchical relationship between 
themselves and their students. Questions that indicate, or even 
hint, that the professor already has a good answer and that the 
students must guess what it is should be avoided. Instructors who 
respond with “No, that’s not quite it” may inadvertently convey 
this attitude. In mutual, egalitarian discussion, the topics and 
issues seem important to all concerned (Barnes-McConnell, 
1978), not just something the powerful teacher has put foward to 
test the students’ mettle. A teacher might begin with something 
like “Let’s see what we can discover about...” or “What are we to 
make of this?” to emphasize that he or she, too, is participating in 


the process. Discussion of this sort can be exhilarating for college 


teachers and students alike. 
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It is important that students be conditioned to participate 
in discussion from the outset of a course. The instructor should 
indicate during the first class that a number of provocative issues 
will be coming up and that he or she is sure the students will have 
something to say. This works much better than simply announc- 
ing that he or she “wants to see a lot of discussion.” If a teacher 
plans to use discussion during a term, he or she should devote 
part of the first two classes to discussion in order to condition 
students early to respond when asked. Because discussion pro- 
motes interpersonal rapport better than lecturing, using it early 
on also helps to put the class on a good footing. 

The specific techniques presented in the following section 
are some of those used by especially skilled discussion leaders. But 
the general points just described are more important, and they 
should be kept in mind regardless of the specific techniques a col- 
lege teacher uses. 

Specific Techniques. College teachers commonly complain 
about the difficulty of beginning discussion. Not surprisingly, 
many instructors attempt discussion less and less often when they 
find they are unable to elicit it reliably, Actually, starting discus- 
sion is relatively easy if an instructor sets the Stage in the general 
ways discussed in the Preceding section and applies a few key 
techniques. 
the class is emotionally 
kely to want to respond to an 
emotionally aroused (Barnes- 
Students’ emotions “primes the 
vent some of their emotional 


involved. Students are far more li 
instructor’s probe if they are 
McConnell, 1978). Stimulating 
pump” and motivates them to 
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ately) and have little educational value in themselves. They aid 
learning by enhancing students’ involvement in subsequent discus- 
sion and making what is said seem more salient. 

Class discussion need not always be a major production. 
Once students have become accustomed to frequent discussion, 
an engaging lecture will suffice to create the necessary emotional 
involvement. The optimal level of emotional arousal depends on 
the reason why discussion is used. Brief discussion requires little 
emotion, but if you wish to spend a considerable portion of a class 
in discussion, the strong emotional involvement produced by a 
provocative stimulus may be required. A corollary is that students 
will want to discuss more following a particularly arousing expe- 
rience than following a mild one. Thus, you should stimulate 
students to an appropriate level and allow enough time for the 


energy created to be expended. 
The second skill essential to eliciting discussion is wording 


the query appropriately. Experienced instructors know to avoid 
questions that can be answered with short factual answers or sim- 
ply “yes” or “no” responses and to keep their queries short and sim- 
ple. There is an inverse relationship between the number of words 
in an instructor’s probe and the length of subsequent student com- 
ments, If students must work to decipher your question, they are 
less likely to respond to it. Avoid especially the habit of asking a 
second (or third) question before students have responded to the 
first. Neither new questions offered in succession nor the original 
question reworded and prefaced by “in other words. . .” is likely to 
elicit productive discussion. Discussion questions should be easily 
understandable by students, put forth decisively, and followed by 
silence. 

Even though an instructor follows these first two sugges- 
tions carefully, student discussion may not be assured. You.must 
also learn to wait patiently for the first student response. Here 
class conditioning becomes especially important. If a class knows 
that the teacher will pause only three or four seconds before going 
on to something else—and many instructors stop no longer than 
that— students are likely to wait it out, knowing that the pressure 
to respond will soon be over. If a class sees from the instructor’s 


worried or uninterested expression that little discussion is really 
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expected, they are also unlikely to respond. If the instructor is 
openly angry at students for not discussing, responses are even 
less likely to occur. Several instructor behaviors, then, tell 
students not to respond to discussion. Fortunately, it is quite easy 
to replace these behaviors with more effective ones. 

The following method of training a class to discuss follow- 
ing well-phrased questions has been suceessful for a large number 
of college teachers. Begin by stating your question in a relaxed 
and confident manner. When you finish, start counting silently to 
yourself: “one thousand and one, one thousand and two,” and so 
on until you get to “ten.” By then, approximately ten seconds will 
have elapsed. Ten seconds is not a long period of silence, though it 
will seem like an eternity unless you mark its passage. Scan the 
room slowly, remaining calm and relaxed, as you count. If stu- 
dents are in an aroused state, you will not have to wait long for 
the first response, but you can expect to get to ten several times 
during a term, especially during the first few classes when your 
control over the class is not yet well established. 

If it seems that no response is going to come before you get 
to ten, begin moving slowly toward a table, chair, or wall. When 
you finish your count, remain calm and repeat the question in a 
shorter and slightly modified form—a “reprobe.” If you wish, you 
may reduce even further the students’ fear of giving a wrong 
answer (“Give any associations at all”). As you finish the reprobe, 
calmly, patiently, and slowly lean or prop yourself against 
whatever solid object you have maneuvered near and begin your 
silent count once again. You can be confident that your nonverbal 
message —“See how comfortable I’ve made myself; I can wait here 
all day!”—will prompt students to respond. Teachers using this 
two-probe technique almost always see student response before 
they pass “five” on their second count. Once the class has become 
conditioned to discuss when you ask for it, you will rarely need to 
use this maneuver again. 

The first student comment is by far the most difficult to ob- 
tain; after the first student breaks the ice, ot 
to jump in. Once discussion is underway, 
are useful to keep it going and guide it gen 
noted, using eye contact, smiles, and gest 


hers are usually eager 
a number of techniques 
tly. As has already been 
ures to reinforce student 
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speakers makes others more likely to offer comments. The follow- 
ing suggestions illustrate other ways to encourage student response. 

After the first response, summarize the student’s comment 
and say something mildly positive about it (“I hadn’t thought of it 
in quite that way before”). If you are uncertain about the com- 
ment’s meaning, add a questioning inflection to your voice or 
qualify your summary with something like, “If I understood you 
correctly, Janice, you are saying that... .” You might also ask the 
student to expand on the comment, but do so with utmost care so 
as not to make the student feel that he or she is being examined, 
especially if the student speaks in class rarely. 

It is important to summarizé students’ remarks in order to 
be certain that everyone heard them clearly. One of the biggest 
drawbacks to discussion is the difficulty students often have in 
hearing each other's comments. The summary also encourages 
students to listen to each other's points before firing off rounds of 
their own. However, although summaries are necessary early in 
the term and at all times in larger classes where hearing is diffi- 
cult, an instructor can easily turn off students’ motivation to speak 
up if he or she talks for more than fifteen seconds between their 
comments. Thus, make your summaries very brief, and avoid 
launching into comments of your own unless you are ready to 
shift focus or bring discussion to a close. 

Many college teachers habitually arouse their students with 
an engaging example and initiate discussion with a well- 
formulated question, only to frustrate them by delivering a spon- 
taneous two- to three-minute minilecture after the first student 
comment. They do not realize that the reason they rarely get a 
second response is because the readiness to talk that they created 
in students was dissipated during their own lengthy response. 
Instructors should wait for at least two or three student comments 
before moving the discussion along with another query or shifting 
back to lecture. On the other hand, a class’s enthusiasm for 
responding usually wanes after five or six comments, and the 
instructor must then exert leadership once again. 

For discussion to progress smoothly toward thoughtful con- 
clusions, the teacher must control the proceedings; sometimes 
overtly directing traffic, sometimes indirectly encouraging stu- 
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dents to interact with one another by saying little. There are 
times when silence is the best instructor behavior. More than any- 
thing else, control during discussion should be indirect and lightly 
delivered. 

The single most useful technique for controlling student 
discussion is the age-old practice of having students raise their 
hands to speak. This method lets you decide who will talk and 
makes it less likely that only the loudest and most assertive 
students will get the floor. In large classes, students will need to 
raise their hands throughout the semester because it is hard to 
maintain adequate control without this procedure, but hand- 
raising can be faded in smaller classes that have been conditioned 
to discuss in an orderly manner, Hand-raising also reminds 
students that the instructor is in charge and will decide who will 
talk and when. 

A few principles are important to remember when calling 
on individual students. It enhances morale to use students’ names 
when recognizing them. (It also provides good practice for 
remembering their names.) Morale is seriously harmed, however, 
by calling on students who have given no indication that they wish 
to speak. Unless you are giving a recitation class or a class in 
which students are supposed to learn to think on their feet (as in 
law school), calling on students takes away far more than it adds. 
Even if you force only the outgoing students to talk, others will 
become anxious about being called on. All students prefer to 
choose when they speak, and for students who are fearful about 
speaking out, worrying about being called upon can seriously im- 
pede motivation and learning. If a student is looking puzzled, you 
might observe, “Dina, you look perplexed,” and ask if she has a 
question, but otherwise you should never call on individuals who 
have given no indication that they wish to speak. 

Scan the classroom frequently to be sure you notice 
students who wish to speak. Many will raise their hands high, 
even wave them, but others, especially quieter students, raise 
their hands tentatively. A few raise only a single finger in front of 
their questioning faces. Unless you watch students closely, you 
are likely to miss subtle cues or hands in the rear of the room. 


Get as many students as possible to participate in the dis- 
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cussion by recognizing students who talk infrequently before 
those who have little hesitancy about speaking out. In almost 
every class a few students can come to dominate discussion unless 
the instructor actively recruits other speakers. When asking a 
question, scan the entire room before calling on the first person 
whose hand went up. Delay recognizing a frequent contributor in 
the hope of a sign from a quieter student. When several students 
raise their hands at once, always pick the one who has spoken the 
least. However, also remember which students were not called on 
and go back to them when the first student is finished, even if they 
no longer have their hands up. Even students who like to talk 
respect an instructor who lets as many students participate as 
possible. 
College teachers should control group discussion to make it 
as easy as possible for every student to participate. Once students 
are talking, instructors must use their control to shape and guide 
individual student comments toward common intellectual conclu- 
sions. Steering discussion is clearly the most difficult part of lead- 
ing fruitful classroom discourse. How can it be done? 
Instructors to a large extent must let the discussion develop 
in its own way (Eble, 1976). You can set the stage and focus atten- 
tion on a provocative issue, but then you must wait for discussion 
to begin. Anxious for students to reach certain conclusions, want- 
ing them to realize the logical problems of an argument, college 
teachers sometimes force the process, state their own position too 
quickly, and deny students the chance to come to independent 
conclusions. Thus, requisite skills for teachers in guiding discus- 


sion are patience and willingness to let students think on their 


own. 
You must also listen carefully to what students say in order 


to comprehend what they really mean (Eble, 1976). Without listen- 
ing closely it is difficult to remember and summarize student com- 
ments for the class. Give careful and complete attention to discus- 
sion, noting the essential point(s) in each comment and, from 
associated nonverbal messages, the way the student felt about the 
topic. 

In guiding a discussion you should organize individual stu- 
dent comments into a mosaic of related ideas, into themes mean- 
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ingful to the group as a whole. Teachers commonly do this by jot- 
ting comments on the board as students offer them and indicating 
later how the different ideas illustrate the overall dimensions of 
the topic or varying theoretical approaches to it. Student com- 
ments that reveal underlying assumptions may be highlighted to 
promote thinking. 

The following example illustrates both methods. In a course 
on social deviance, the instructor asks students at the first meeting 
to suggest examples of behaviors they would call deviant and lists 
them on the board. Within five minutes the board has ten to 
fifteen examples. The instructor points out that several of the 
examples given represent groups who violate social or moral 
norms and asks if the board entries might be compressed into 
general categories such as political extremists or religious eccen- 
trics. After students have worked for a few minutes at combining 
individual examples into categories, the instructor summarizes 
the dimensions they have generated and points oùt that these 
categories are similar to lists proposed by others. The students’ list 
may be similar to what the teacher would have presented, but the 
students are certain to remember the groupings better than if they 
had simply heard them in a lecture and copied them down. 

To follow the example further, the instructor could then 


ask why each category is considered deviant. As the students 
struggle with this question, the instructor can he 


their underlying assumptions about deviance, s 
them to say more, sometimes exaggerating a p 
difficulties (“So you’re saying that our society 
who doesn’t believe in Christianity a deviant?” 
sions in which assumptions are questioned req 
become highly involved in the group’s proble: 
or devil’s advocates, working to keeping the 

Guiding discussion is much more difficult than eliciting it 
and requires considerable interpersonal sensitivity, enthusiasm, and 
intellectual sharpness. Students learn most fr 


‘om struggling with a 
problem or issue, so you should not Propose a solution or reveal your 


own position too quickly even if directly asked. It is much more pro- 
ductive for a college teacher to shape the students’ ideas and withhold 
personal comments until the end, if not completely. 


Ip them discover 
ometimes asking 
oint to emphasize 
considers anyone 
). Negative discus- 
uire that instructors 
m solving as gadflies 
group moving. 
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When discussing, most students address the instructor, but 
students occasionally refer to each other’s comments or speak to 
one another directly. Student exchanges more often occur in small 
seminars and later in the term when students have become less 
dependent on the instructor and more invested in each other. Stu- 
dent debate is encouraged if instructors are silent after student 
comments to give other students a chance to respond. Using stu- 
dents’ names when referring to their argument (“As Julie was say- 
ing”) also promotes student-student interaction. The degree to 
which students talk to each other is mostly a function of class size 
and the amount of teacher talk during discussion. In ‘extended 
discussions, experienced instructors know to encourage the group 
to develop as an independent unit by being less active from the 
start, letting students’ discomfort with silence pressure them to 


relate to each other as well as to the instructor. 
However discussion is guided, the class's emotional arousal 


and investment during discussion must be maintained. An instruc- 
tor can use humor, spontaneity, or a sense of irony or tragedy at 
different times to keep the discourse lively (Barnes-McConnell, 
1978). Instructors contribute to good discussion indirectly 
through subtle control and stimulation of students’ thinking pro- 


cesses. 
College teachers 
guide the discourse in 


must also know when to end discussion or 
another direction. The way an instructor 
ends discussion (to return to lecturing or to end class) affects the 
amount students learn from the exchange of ideas and the eager- 
ness with which they will discuss next time. Instructors sometimes 
find it difficult to close discussion when students are highly involved, 
but the skills required to end discussion well are simple. 

First, give students some warning that the discussion is 
about to end. Asking, “Are there any other comments before we 
tie these ideas together?” lets students with more to say and 
those who have not yet spoken know that they need to speak now 
or never. It also communicates that you plan to go on to another 
topic unless students have something else important to say. 
Students will close discussion more decisively and quickly if they 


are warned that the end is coming. 
When you do shift the focus to another discussion point or 
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return to lecturing, begin talking with the forceful voice and 
strong bodily movements you normally use in lecturing to let stu- 
dents know that you have shifted gears and they should now only 
listen. This is an excellent time to summarize the major points of 
the preceding discussion. An instructor’s final review of the dis- 
cussion frequently appears in student notes and is remembered. 
All discussion, of whatever duration, should end with a summary. 

Ending discussion well makes it easier to initiate discussion 
again. This is because instructor summaries show students that 
the teacher was listening carefully to what they had to say and also 
because a firm ending reminds students that the instructor is in 
charge. Ending discussion before students run out of steam also 
preserves their eagerness to discuss again; no one enjoys discus- 
sion that goes on for too long. Like the seasoned performer, the 
skilled discussion leader stops while the audience is still eager for 
more. 

Special Discussion Problems. Other than the difficulty of 
initiating discussion, the most frequent problems associated with 
discussion occur when the class strays from the intended topic, 
students become so emotionally involved that they get angry with 
each other or the teacher, or some students dominate the proceed- 
ings while others withdraw. Though a college teacher may never 
encounter all of these problems, it helps to know how to deal with 
them should they occur. 

Skilled discussion leaders select their comments and ques- 
tions to have an intended effect on students and to lead them in a 
particular direction. But no one can always predict how students 
will respond. The excitement many instructors feel during discus- 
sions probably comes partly from this unpredictability. It should 
not be a surprise if a discussion veers off the intended course when 
the comments of individual students take a different direction 
than expected. 

When you notice that the discussion is drifting, ask 
yourself whether the group is leaving important points dangling, 
perhaps avoiding coming to terms with a difficult issue, and 
whether the new direction appears to have potential. If the group 
has not sufficiently fleshed out some important point, you might 
refocus the discourse “Let's tie up the point about the economic 
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causes of the revolution before moving into this interesting new 
hypothesis”). If the original topic is exhausted, offer a concluding 
comment to tie together what was said. Do not automatically 
assume that the new direction is of little value just because it was 
not planned. When deciding whether to follow the students’ lead, 
ask yourself whether the direction suggested by their comments is 
as useful as what you planned to do next. Of course, sometimes 
the group must be reined in simply because insufficient time is 
available to go in the new direction. 

A second special problem in discussion results from uncon- 
trolled emotion. Some college teachers avoid discussion altogether 
because they fear angry outbursts from students. First-rate dis- 
cussion is intense, though student anger is unlikely to become 
unbridled if you are alert for signs of excessive emotion in stu- 
dents’ voices and faces. If such signs are noted, reassert control by 
s or get students to achieve distance by asking, 
l so strongly about this topic?” Making 
burst an object of study both controls 
s to understand the power of attitudes 


shifting the focu 
“Why do you think you fee 
the potential or actual out! 
emotions and leads student 


and values. s 
Classroom discussion allows students to display personality 


characteristics openly, and students at both extremes of talkative- 
ness can present problems. Students who talk too much may dom- 
inate a discussion unless the instructor curbs their talking. Con- 
stant talkers typically want above all else to impress the teacher, 
and they never notice the way other students look away or whis- 
per to each other when they begin a comment (“There he goes 
again!”). Whatever the quality of a verbose student’s comments, 
the instructor must end his or her monopoly of the floor to pre- 
serve class morale and the overall quality of discussion. Other stu- 
dents expect the teacher to control such a classmate, but they will 
be disappointed (and frightened) if the instructor treats the stu- 


dent aversively. 
How do you contro 
bruising other students’ sens! 


1 an overly talkative student without 
bilities? First, avoid looking in the 
talkative student’s direction when asking a question. Turn your 
back to the student slightly, scan others’ faces, and wait for another 
student to respond. Do not go too far; however, and never recog- 
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nize or [ook at such a student. Call on the student quickly some- 
times, but systematically ignore him or her at others. Let the 
student know instantly whether you are going to call on him or 
her this time around. This practice will bring the student’s talking 
under your control more quickly than trying to ignore him or her 
altogether. Another technique is to slowly walk away from the 
student when he or she is talking. Do not turn your back on the 
student entirely, however. Look around the room at the whole 
class as the student talks, occasionally making eye contact with 
him or her as well. This reduces the one-to-one nature of the stu- 
dent’s communication and makes it more of a comment to the 
group, something more likely to involve others. (Incidentally, 
slowly walking away from the speaker makes all students speak 
more loudly when making class comments.) These two techniques 
usually suffice to control a dominating student. Occasionally you 
may need to talk with the student privately, however. If this is 
necessary, compliment the student for his or her willingness to 
share ideas before suggesting that others be given a chance to par- 
ticipate as well. 

College teachers are less likely to notice the extremely 
uninvolved or withdrawn student. Just because students are not 
offering comments does not mean they are uninvolved. One of the 
beauties of engaging discussion is that the observers can be as 
involved and intellectually active as the participants. Some stu- 
dents do withdraw from discussion proceedings, however. To 
recognize such students, scan the faces of the class regularly dur- 
ing discussion, noting how interested each person seems to be as 
well as which individuals seem ready to make a contribution. Try 
to make eye contact with any student who consistently seems pre- 
occupied. Lecturing in that student’s part of the room or speaking 
to him or her casually before class may keep the student engaged. 
Some students are so information oriented and grade conscious 
that they find discussion an unpleasant waste of time. If, more 
than 10 percent of the class seems withdrawn at any time during 
discussion, consider whether too much time has been spent in dis- 
cussion or whether the topic is really important enough to justify 
using class time in this way. 
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Classroom discussion can be a waste of time for everyone 
and as boring as the worst of lectures. When focused on appro- 
priate course material and when done with a class that has been 
trained to participate, however, discussion can produce unmatched 
involvement and opportunities for students to practice critical, 
independent thinking. Discussion can be planned, though not 
with as much certainty as lectures or demonstrations. Discussion 
is the most interpersonal of all classroom teaching methods; thus, 
it is the first to reflect a rise or drop in class morale or teacher 
enthusiasm. Because discussion requires so much energy, creativ- 
ity, and spontaneity, college teachers should work just as hard 
during discussion as they do during a lecture and not be surprised 
if they feel just as emotionally drained afterward. Though courses 
vary tremendously in the extent to which their objectives may be 
attained by using discussion, skilled instructors use it whenever it 
is indicated. 

The next chapter describes how college teachers decide 
what to include in a course and how to present the chosen content. 
Guidelines for planning entire courses as well as individual class 
meetings are offered. As has been clear throughout this book, the 
best laid plans do not ensure high quality teaching, but planning 
does force the instructor to consider as many options as possible 
when deciding what to present in the limited class time available. 


CHAPTER 7 


Planning Course Content 
to Maximize Interest 


Suppose you wanted to get to know a tract of 
country. The worst way to do it would be to jump 
into a car, drive straight from one end to the other, 
then turn your back on it and walk away. Yet that is 
what many teachers do with complex subjects, and 
that is why their pupils seem stupider than they 
really are.... How much better would they learn 
the country if, before setting out, they were briefed 
and given maps to study; if they were rested and 
reoriented once or twice during the trip; and if they 
were shown photographs of the best spots and taken 
once more over the map when they reached the end 
of their journey? 

Highet (1950, pp. 79-80) 


Many college teachers are ambivalent about planning. Though 
most would endorse in theory the value of educational planning, 
few plan their courses creatively and independently, stepping out- 
side the traditional curriculum to select the concepts they believe 
to be most fundamental. Like compliant students who do only 
what is asked of them, too many college teachers adopt a tradi- 
tional outline or prescribed syllabus or follow the chapter headings 
in a textbook without considering what students should actually 


146 


Planning Course Content to Maximize Interest 147 


learn from their courses. Most excellent instructors, on the other 
hand, plan very seriously, fully aware that lecturing skills cannot 
offset superficial or poorly organized content. 

This chapter deals with planning college courses in terms 
of both the whole course and individual class meetings. The 
suggestions offered here apply to any course; see Cahn’s collec- 
tion of essays (1978) for guidelines on teaching specific content 
areas. 

Before planning is discussed, it should be emphasized 


again that although thoughtful selection of content and objectives 


contributes significantly to a course, still, as in warfare and ath- 


letics, the value of a battle or game plan depends most on how 
well it is executed and whether it is flexible when surprises occur. 
No matter how carefully thought out and detailed, course outlines 
and lesson plans do not captivate students; college teachers with 
well-honed classroom skills do that. Nonetheless, teachers who 
carefully consider what content should be presented and how it 
should be organized are more likely to give virtuoso performances 
than those who leave everything to improvisation. 

Before launching into course design, think of the complex- 
ity of those for whom the course is being planned. Students in 
every course have different abilities, interests, and expectations. 
Many students are high achievers and wish to be challenged fully. 
Others merely hope to get by without doing poorly. Some stu- 
dents are greatly interested in the course’s subject, while others, 
hopefully few, approach the content with dread. Yet all students 
must be offered the same class meetings, given the same assign- 
ments, and evaluated using identical criteria. How can you adjust 
for student differences when planning a course? 

The initial topics chosen for lecture should attempt to engage 
all students, the least as well as the most motivated and inter- 
ested. Once the course is underway, topics of less obvious interest 
can be introduced with a greater probability of acceptance. When 
previewing a course for students, you should describe a wide 
range of objectives to maximize the probability that every student 
will be seeing something of personal value in the course. From 


what kinds of objectives may you choose? 
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i Determining Objectives 

Different Levels of Objectives. Benjamin Bloom’s taxonomy 
of educational objectives (1956) has been widely accepted by edu- 
cators since the 1950s. Most teaching involves some combination 
of the six different categories or levels of objectives Bloom describes, 
though some involves only one or two levels. Introductory courses 
often involve only the first few levels; higher level courses, only 
the last few. As is clear from the following presentation of Bloom’s 
taxonomy, the levels become increasingly complex and difficult to 
specify, attain, and evaluate as they rise from one to six, 

Some college teachers are interested only in having students 
(1) recall and recognize information. Committing to memory facts, 
theories, and principles is the essence of level 1 in Bloom’s system. 
Almost'every instructor has some information for students to han- 
dle at this level. Most teachers also desire students to (2) compre- 
hend what they have learned, to understand and be able to explain 
specific concepts in their own words and images rather than as 
memorized definitions of others. Neither recall nor comprehen- 
sion is sufficient for those who expect students to be able to (3) apply 
what they have learned. For such instructors, a student’s mastery 


(4) analyze the subject, to break it down into its constituent parts 
and to (5) synthesize it into a unified whole once again. Finally, 


issues and are able to jud 
come to know. 

By way of illustration, a professor of abnormal psychology 
I observed desired to achieve objectives at all six of Bloom’s levels. 
For a section on schizophrenia, he wanted students to be able to 
define in their own words a number of specific concepts and re- 
search findings relating to the theory that biological influences are 
at the root of this disorder. He also wanted them to be able to 
apply this hypothesis to other disorders and to use it to interpret 
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the results of studies stressing family influences. It was his wish that 
students be able to critique various kinds of supporting research 
(neurotransmitter studies in animals, genetic studies in humans, 
clinical effects of drugs) and also be able to bring them together in 
an integrated argument showing how all could result from a com- 
mon source. Finally, this instructor wanted students to form a per- 
sonal opinion on the persuasiveness of the biological argument — 
especially in contrast to competing hypotheses stressing the effects 
of experience—and make some educated guesses about what 
future studies might demonstrate. Though this professor knew of 
Bloom’s system only generally, the objectives he had for his stu- 
dents fit it nicely. 

Though Bloom offers a range of potential objectives, they 
cannot be selected haphazardly. Success at the first levels is neces- 
sary for later levels to be achieved: Students must master basic 
concepts before they can begin to think about them critically, An 
instructor preparing a course must decide what mixture of objec- 
tives he or she will seek and in what order they are to be sought, 
and at what point in a term he or she should shift from presenting 
new concepts to comparing, contrasting, and evaluating old ones. 

Specifying Objectives in Advance. Since Bloom proposed his 
taxonomy, professional educators have advocated that instructors 
specify their objectives for a particular course in advance (Barry, 
1978). Advocates of this position have added two corollaries to 
Bloom’s taxonomy. The first is that college teachers should be 
accountable —that they should commit themselves ahead of time 
to what they are going to accomplish. The second is that teaching 
should produce observable behavioral changes in students. 
Unfortunately, behavioral objectives are most easily written for 
the concrete, factual levels of Bloom’s taxonomy. As one moves up 
the list, it becomes increasingly difficult to specify what students 
will be able to do differently. 

A third corollary of the educational objectives movement is 
mal standards of achievement for a class, 
that should be met by all. This rule fails to 
dual differences in talent and motiva- 
nts. What were designed as mini- 
ly become maximal accomplish- 


an emphasis on mini 
that is, the objectives 
recognize the sizable indivi 
tion present among college studen 
mal expectations for all can easi 
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ments for those students who could have gone far beyond what 
was expected of others. 

Some educators advocate that instructors spend the first 
part of each course helping students formulate their own objec- 
tives for the course rather than dictating objectives to the class 
(Barry, 1978). Though students may initially like being involved 
in course planning, this approach does not capitalize on the instruc- 
tor’s greater expertise, and it wastes precious class time that might 
be better spent. Class consensus on a set of objectives is also very 
difficult to achieve. Most students actually prefer to have the 
instructor formulate objectives rather than going through the 
exercises of wording objectives and seeking consensus. 

The best college teachers offer a wide range of challenges 
for students, spanning all levels of Bloom’s system, They expect 
students to master facts, demonstrate that they can think about 
what they have learned in a personally meaningful and intellec- 
tually complex way, and apply their learning to the real world. 
Designing a course that has a wide range of goals ensures that stu- 
dents with different interests and abilities all will find something 
of interest and challenge. More importantly, a wide range of 
objectives will stretch students’ intellects and pique their imagina- 
tions more than will stressing the acquiring of information alone. 


The following section offers specific suggestions on ways to plana 
course with a range of objectives, 


Designing a Course 


Selecting Topics. The first step in planning a course is to 
make a large, tentative list of topics that might be included, From 
this comprehensive list eliminate the least desirable topics, using 
two criteria: how essential the topics are to the course as a whole 
and how interesting they might be to students. As less essential 
and less interesting topics are eliminated, a mixture of especially 
important or interesting topics will emerge. Another option is to 
select the most desirable topics first, rank-ordering each according 
to these same criteria. A final list can be constructed by alter- 
nately selecting topics high on each separate ranking, particu- 
larly those high on both lists. The final selection of topics depends 
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ultimately on your subjective judgment about what is most impor- 
tant in your field and what students’ interest in various topics 
might be. 

Forming Topic Objectives. You must next consider what 
you would like students to learn about each topic. Sometimes you 
will simply want students to define a concept correctly; at other 
times you will want students to apply an idea. In deciding how to 
treat each topic, consider what you want students to know, be 
able to do, or feel following the course. Thinking about objectives 
is particularly useful in deciding what reading or written assign- 
ments to include. Formulating objectives is admittedly a difficult 
process and, other than the advisability of putting them on paper 
for inspection and revision, no rigid guidelines are proposed. This 
stage of course design requires careful instructor judgment and 
maximum creativity. 

Adjusting Goals to Reality. You should remember that 
stated course objectives are goals to be pursued, not sacred injunc- 
tions. They must be fitted to realistic constraints. 

Time is the major constraint on what can be accomplished 
in a course. A sixteen-week semester allows only forty hours of 
class time at most. The first and last classes deal largely with 
administrative or group maintenance concerns, and one to two 
additional classes will be taken up by exams, so a better estimate 


of available class time is thirty-five hours. 
As experienced college teachers know, the first step in 


fitting their goals to the available time is to list all class meetings. 
Fill in this schedule with tentative topics, including at either end 
the predictable administrative concerns. It is advisable to sched- 
ule exams first and to leave open the class just before each exam to 
allow for catching up or review. The number of available class 
meetings rapidly shrinks. In fitting lecture topics into the avail- 
able meetings, begin if possible with high interest topics and those 
that must be mastered before others can be introduced. Partic- 
ularly complex or difficult concepts may take several meetings; on 
the other hand, several simple ideas may be combined in a single 
session, Because the initial list of topics is almost sure to be larger 
than what can be accommodated, you will have to eliminate 
topics. Strive to arrive at a varied schedule, changing the format 
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every three or four classes and mixing lecture, case study, demon- 
stration, or discussion to maintain high interest and prevent pre- 
dictability. 

When scheduling, remember that several classes are espe- 
cially important. The first and last classes and the classes just 
before and after exams have a great impact on class morale. 
Attempt to make these classes especially interesting or provoca- 
tive. The last two or three classes are highly suited to integration 
and evaluation of what has been covered in the whole course. 

Other important constraints on planning are class size and 
the time students have to devote to the course. Objectives requir- 
ing extensive discussion are much more difficult to meet in large 
classes; large lecture classes require more dramatic methods of 
presentation. Planning for small seminars and for very large lec- 
ture classes is discussed in a later section of this chapter. You 
should also remember that students have other courses and 
demands; make your requirements reasonable in light of common 
practices at your school. Balancing intellectual objectives and the 
need for maintaining student interest is difficult, but seeing the 
difference that good planning can make in the quality of the course 
offered has convinced many college teachers that it is worth the 
effort. 

Sharing Objectives with Students. Stating objectives openly 
is a good way to tell students specifically what is desired of them. 
They are much more likely to meet expectations if these are clearly 
stated well in advance of expected performance, During the first 
class meeting, present orally (and perhaps in writing as well) the 
objectives you have formulated for the course, Full details need 
not be presented, but a few minutes spent on objectives at the 
very beginning gives students an idea of where they are headed 
and why it is important to go there. Some instr 
tives as questions that the students should be able to answer when 
the semester is over (James Maas, Psychology Colloquium, Uni- 
versity of North Carolina at Chapel Hill, 1980). Going back to the 
objectives during the last class meeting reminds students what 
they should have gotten out of a course and makes a good basis for 
a final discussion. 


uctors state objec- 
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Very Large Classes. Few college teachers prefer large sec- 
tions to smaller ones. But if practical considerations require that a 
large class be taught, an instructor can adapt effectively by recog- 
nizing how the objectives, methods of presentation, interpersonal 
atmosphere, and administrative problems of a large class differ 
from those of a small one. Instructors should bear in mind that 
large classes are offered only for convenience; they have no educa- 
tional advantages over smaller ones. The relevant question is 
whether large classes are less effective than small ones. (To review 
the research on that question, the variable of “class size” must be 
quantified. I will define very small as classes with 15 or fewer stu- 
dents; small, classes with fewer than 35; moderate, fewer than 60; 
large, fewer than 120; and very large, over 120. Like all qualitative 
labels, these are approximate and are used for convenience.) 

Student achievement and satisfaction have been compared 
in small and large classes. Research suggests that college teachers 
can achieve many educational objectives in large classes just as 
well as in smaller classes. Scores on final exams do not differ 
because of class size, for example (McKeachie, 1978). Large 
classes cannot, however, realize objectives best facilitated by dis- 
cussion, such as retention, critical thinking, or attitude change. 

Research on class size indicates that large classes are less 
effective than small ones for students who need interpersonal 
attention from teachers in order to do their best (McKeachie, 


1978), Highly dependent, less academically able, and poorly 
do as well in large sections. Thus, large 


motivated students do not tion 
s for a significant percen- 


sections are not as effective as small one: 


tage of students. ' 
Though most students and instructors prefer smaller sec- 


tions, skillful lecturers can offer exciting and meaningful educa- 
tional experiences and can compensate for the liabilities associated 
with large class size. In planning for a large or very large section, 
wise instructors recognize that most objectives must be met using 
lecture and that the lectures must be more dynamic and engaging 
than they would have to be in small or moderate-sized classes. 
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Brief discussion can be used to answer questions, involve students 
momentarily, or break up a lecture (as with a rhetorical question); 
extended discussion is unlikely to be effective, however. Thus, the 
objectives for a large section should be primarily to present and 
evaluate information rather than to encourage students to evaluate 
their personal values or to think independently. Written assign- 
ments can be used to encourage thinking, and provocative lec- 
tures can be used to achieve limited affective goals, 

Because large classes are less personal and intimate than 
small ones, teachers of large classes should offer as many opportu- 
nities for individual contact with students outside of class as pos- 
sible. Some instructors invite small groups to observe their lab- 
oratory or field research (“Sign up on the sheet by the door if you 
would like to visit my laboratory on Wednesday afternoon” or “I 
have room in my car for four students to accompany me on a two- 
hour trip to collect botanical specimens this Thursday afternoon’). 
Others invite students to sign up for group conferences in which 
students can comment informally on the course. 

Requiring students to take advantage of such opportunities 
for personal contact is not a good idea, however. Doing so increases 
their fears of both intimacy and autocratic teacher control and 
weakens rapport. It also takes away students’ opportunity to make 
their own decision to seek closer contact with an authority figure. 
Furthermore, requiring student attendance necessitates monitor- 
ing to see which students appear and deciding how those who do 
not will be treated. None of these outcomes is desirable. It is better 
to offer attractive events that students, even those who are most 
afraid of teachers, will want to attend. All students appreciate 
having such opportunities available, and those who take advan- 
tage of them will feel more personally involved in the course. 

It is also important to maximize opportunities for personal 
contacts with students during class. Instructors of large classes 
can come to class five to ten minutes early, stroll around the room, 
and chat informally with students. They can walk up and down 
the aisles frequently when lecturing to make eye contact with every 
student several times during each class. Occasional personal dis- 
closures also add intimacy to large lecture classes. The techniques 

for maximizing rapport given in Chapter Three are especially 
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needed with large classes. Just as lecturing to a large audience 
requires a more forceful and energetic delivery, fostering rapport 
with a big group requires more aggressive interpersonal strategies. 

College teachers planning large sections should be aware 
that administrative nuisances increase with class size (McKeachie, 
1978). Not only does it take longer to score the exams of a large 
class; it also takes considerably longer just to hand them out. If 
handouts are to be used, they may need to be placed in stacks 
near classroom entrances before class because of the time that 
would otherwise be required for distribution. Access to reserve 
readings may be difficult in large classes unless sufficient copies 
can be produced. Several problems associated with evaluation 


also become more troublesome in large classes. Students are more 
e class where they feel little personal involve- 


likely to cheat in a larg 
ment, and it is more difficult to prevent them from doing so, 


Teachers are also more likely to be annoyed by large numbers of 
phone calls on the night before an exam. All the irritations of 
number of students increases, and 


teaching are magnified as the n s 
d tolerance is required in large 


greater instructor patience an 


classes. > 
A traditional method of easing the burden of large sections 


is to have one or more teaching assistants (TAs). The argument 
is that assistants can do much of the “grubby” 
g—and free the professor to teach. TAs can 


help with the busywork, but they cannot promote interpersonal 
rapport as well as the instructor. They also require considerable 
supervisory time if their labors are to be satisfying to everyone 
concerned. Teachers who have TAs hold office hours for them fail 
to recognize that office hours exist for interpersonal reasons as 
much as academic ones and that students want a relationship with 
the professor— the group leader and symbolic parent figure— 
more than with an underling. If TAs assist only with technical 
matters (running audiovisual equipment, setting up Gemonsua: 
tions), they are unlikely to create problems. If TAs grade students 


work, they must be integrated into the class from the beginning. 
, 


Ideally, TAs should help to plan the course, attend all class meet- 
ings so:they will know what was presented, and make occasional 
presentations of their own to establish relationships with the stu- 


for this practice 
work—especially gradin 
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dents. Leading small discussion groups is an ideal use of TAs and 
is a good training ground for their own teaching skills. Teaching 
assistants can boost the instructor’s morale, but they can do only 
so much to offset the disadvantages associated with large sections. 

Very Small Classes. Extremely small classes (fewer than 
fifteen students) will be more involved and emotional social set- 
tings than larger classes, regardless of what the instructor does. 
Psychological research has demonstrated reliably that group 
members become increasingly emotionally responsive to each other 
as the size of the group decreases (Cartwright and Zander, 1960}. 
When class size drops below fifteen, interpersonal involvement 
among group members, including the leader, becomes noticeably 
more intense. 

Close involvement is not always pleasant, however, as the 
conflicts that occur within families demonstrate convincingly. In 
extremely small classes the instructor’s leadership role is of great 
importance. In small classes instructors’ attitudes are more obvi- 
ous and their methods of control more crucial to classroom atmos- 
phere. How should college teachers adjust their presentations and 
treatment of students to the interpersonal intensity of small classes? 

Getting to know students personally is even more impor- 
tant in small classes than in average or large ones. In a class of 
100, being unknown is not as aversive as it is if there are few other 
students from whom to be distinguished. Even if an instructor 
does not ordinarily seek familiarity with students, he or she must 
at least learn students’ names in a small class. Instructors must 
also adjust their goals and preferred methods of presentation for 
very small groups. The interpersonal closeness of small classes 
allows instructors to increase students’ comfort with independent 
thinking and likelihood of attitude change, but it rules out a course 
geared to learning facts and theories from instructor lectures. 
When planning small courses, experienced teachers know that stu- 
dents in such courses expect less lecture and more discussion. 

College teachers who ordinarily use discussion frequently 
will find the small class delightful, but they too should adjust the 
way they use discussion. Many students are comfortable being 
silent in a large class, but it is the unusual student who will sit 

through a very small class without speaking. Thus, leading discus- 
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sions in small classes can take more time because more students 
expect to speak. In smaller classes students often speak without rais- 
ing their hands and interrupt each others comments — sometimes 
even the instructors — so it is also more difficult to control the dis- 
cussion and make it possible for quieter students to hold the floor. 
Leading successful discussions in smaller classes requires a sense 
of when to let the students go and when to exert control. In small 
classes it is still important for the teacher to set the stage for stu- 
dent comments at the beginning and bring things together at 
the end. 

Small classes have many advantages. It is extremely easy 
to get to know students in such classes and to evaluate their work 
closely. It is also easier to stimulate discussion and to use it to pro- 
mote independent thinking. Less factual, more complex objec- 
tives are easier to achieve in small classes. However, the greater 
personal contact in small classes can be uncomfortable at first for 
teachers (or students) who prefer or are accustomed to more dis- 
tant relationships. 

Greater flexibility is required in planning for very small 
and very large classes. A college teacher who tried to use discus- 
sion exclusively in a class of over 100 would be just as unrespon- 
sive to the setting as a teacher who lectured for an entire semester 
to 3 

‘ pe eta require special planning because of their 
atypical format. Such courses include individual instruction 
resembling the traditional tutorial and innovative courses based 
on contemporary technology. 

Tutorials. Individual or small-group tutorials are the back- 
bone of graduate education, and every college teacher is likely to 
encounter an individual teaching situation at some time. A stu- 
dent may ask an instructor to direct honors research, independent 
study, or a program of guided reading. An instructor may even be 
asked to offer a formal tutorial involving regular group meetings 
of three or four students who submit weekly essays in the British 
style. Teaching students individually requires skills different from 


those needed for traditional group classes. 
Individual courses are commonly given for purposes not 


easily achieved in typical group formats, especially to help students 
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expand library or laboratory research skills. They usually have 
the goal of encouraging students to think, to create and express 
their ideas independently. Students should be aware of the pur- 
pose of the course and in agreement with it when signing on. 

Because students are expected to act differently in tutorials, 
they should be told how tutorials differ from ordinary classes. 
They should be warned that they must work more independently 
and learn to use the instructor as consultant rather than as super- 
visor. They should also be prepared for the critical nature of tuto- 
rials and reassured that comments about their ideas or work should 
not be taken too personally. Few undergraduates have learned to 
value negative criticism as an aid to future improvement, and 
they can benefit from discussion of critical methods. Sharing one’s 
own difficulty with criticism helps students develop a mature learn- 
ing attitude. 

When more than one student will be participating in a 
tutorial, the teacher should instruct them in how to give criticism. 
Most students will copy the teacher's style of offering criticism, 
but explicit instruction in how to criticize constructively can elim- 
inate beginner’s mistakes and get the tutorial group off to a good 
start. 

Teachers direct the proceedings less in tutorials and give 
students more time to talk. As with regular class discussion, 
though, a college teacher must structure the dialogue if a tutorial 
is to be instructive. Regular meetings are one important way to 
structure independent student work. Even the best-intentioned 
students will have trouble if they are instructed to appear “when- 
ever they have work to present or questions to pose.” A tutorial 
instructor should schedule weekly meetings and have the stu- 
dent(s) attend even if they have nothing new to report or present. 
If no one has anything to present at a scheduled meeting, general 
discussion of research methods or theoretical issues can be profit- 
able. Because college teachers rarely receive teaching credit for 
individual courses, they may not treat them as seriously as regular 
courses and may tend to avoid formal structure. A successful 
tutorial, however, should meet as regularly as other courses. 

Instructors can further structure students’ independent 

work by focusing on the subject and avoiding a drift into casual 
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or social topics. The intimacy of tutorials makes the student- 
teacher relationship personal, which is generally advantageous. 
However, this personal quality increases the temptation to engage 
in conversation that can take the tutorial off track if allowed to 


occupy too much meeting time. The instructor must monitor the 


amount of time spent on personal concerns and refocus the discus- 


sion when indicated. (“It sounds like you had a particularly inter- 
esting trip to New York City, Kathy. What did you learn at the 
libraries there that you-want to focus on today?”) 

Some tutorials follow the traditional British format, which 
routinely begins with a student reading his or her essay and the 
don interrupting at will to make points or ask questions. Individ- 
ual or group music lessons (especially master classes) also follow 
this traditional pattern of student performance and instructor cri- 
tique. Even in such structured cases, the tutor’ must keep the 
group on track and resist temptations to avoid serious artistic, 
intellectual, or scientific inquiry by lapsing into social or irrele- 
vant discourse. ; 

The major responsibility of a tutor is 
which students can exercise independence and responsibility. 
Experienced college teachers know it is tempting to be overly con- 
trolling. It requires tremendous patience to watch students struggle 
with a problem or learn a skill one has long since mastered with- 
out doing it for them, rescuing them too quickly from their intel- 
lectual quandary. Most good teachers are compulsive sharers, 
and a tutorial requires them to hold back for as long as possible 
before revealing their own ideas. For students to learn indepen- 
dence, the instructor must facilitate their thinking and problem 
solving by giving them ample opportunity to find solutions on 
their own. To many, nurturing intellectual growth makes the 
tutorial more satisfying than lecturing; but tutoring is frustrating 
to others because it requires unusual teacher restraint. 

More than anything else, tutorials require that college 
teachers be sensitive to the process of their interactions with stu- 
dents. A successful tutor constantly monitors what is happening 
interpersonally — whether the students are being independent or 
asking the instructor to do too much for them, whether they need 
direction or freedom, whether they take criticism well or become 


to set limits within 
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defensive. Sometimes an instructor must keep a student moti- 
vated by commenting on his or her behavior (“I get the impres- 
sion, Mark, that you are finding it hard to do what we agreed you 
would do at the start of term”). Most of all, tutors must remain 
flexible and modify their approach when indicated. Whether they 
are formal tutorials, writing workshops, reading courses, or inde- 
pendent research, individual courses require the most inter- 
personal sensitivity and skill of all teaching settings, 

When planning a tutorial, the most important considera- 
tion is the objectives. Teachers should be sure that they and the 
students are clear and in agreement on the purpose of the class. 
Beyond the motivation and abilities of the individual student(s), 
the success of a tutorial depends most on the teacher's ability to 
structure an effective consultative relationship. 

PSI and Computer-Assisted Classes. To many, the most 
popular and promising teaching innovations of recent years are 
individualized teaching methods that capitalize on current tech- 
nology. PSI, or Personalized System of Instruction (Keller, 
1968), is based on behavioral learning principles and requires 
students to master each unit of content on their own or with the 
assistance of an undergraduate 
Own pace to others. A number 


PSI format is best used 
discussion methods to help students 
measure how well they are mastering content (Williamson, 
Sewell, and McCoy, 1976), A great deal of what is known about 
PSI is assembled in a single volume (Sherman, Ruskin, and 
Semb, 1983). 

One of the many ways computers have been used in higher 
education has been as electronic tutors to present information and 
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correct the mistakes of students seated at terminals. In its earliest 
and most primitive forms, computer-assisted ‘instruction offered 
little more than a means of using a $1,000,000 computer instead 
of a $15 textbook to present material to students. Interactive pro- 
grams available today, however, teach students to think as well as 
to know. Predictably, the use of computers in education has 
drawn serious attention, most of it friendly and optimistic but 
some of it concerned (Oettinger, 1969; Rockart and Morton, 
1975). As the number of microprocessors in schools, businesses, 
and homes continues to mushroom, the educational applications 
of computer. technology in colleges are sure to outstrip what is 
known today. 

These promising technologies are too complex and quickly 
changing to be presented in detail here. Though future research 
will establish its limits, a good guess is that technology-based indi- 
vidual teaching is best used in tandem with more traditional 
lecture-discussion formats. Computers and behavioral approaches 
may be the best means of ensuring that students master basic 
facts, freeing class time for instructors to pursue high-level objec- 
tives, pes 

Considerable planning is required if these individual 
approaches are to be effective, and the instructor should 


remember that they in no way negate the importance of human 
and teacher. Students still need living 


interaction between student 
and to reassure them. As O. P. 


teachers to inspire, to motivate, . 
Kolstoe notes, “To learn, students must react to the presentation, 
, 


whether that is a person, place, or thing. The successful teacher is 
apt to be the one who honestly faces the fact that communica- 
tion is a very personal thing between each instructor and each 
student. .,, Universal (alternatives to this) simply are myths pur- 
sued by naive teachers and technology hucksters” (1975, p. 72). 


Planning for Individual Class Meetings 


acher will have noted objectives for 


Though a college te ; 
E lanning a course, these will be too 


each class meeting when p. ; 
general to use for specific presentations. College courses are too 


unpredictable to be planned completely, even by experienced 


162 Mastering the Techniques of Teaching 


instructors, and they would be lifeless affairs if they were so 
thoroughly planned. To be fresh and involved and closely con- 
nected with the previous topic, each class meeting should be orga- 
nized only a few days to a week beforehand. What should be con- 
sidered when planning for a specific class? 

Selecting specific objectives from available options is the 
first task. An instructor might want students to know a topic in a 
number of different ways—to develop historical perspective, to 
remember and understand difficult details presented in readings, 
or to see the applicability of a concept to their experiences with 
contemporary events and issues. A teacher might wish to present 
a relevant theory or piece of literature or to show how others have 
tested or criticized the topic. Because the possibilities are almost 
endless, instructors should carefully select both what is most 
important and what is most needed dramatically and interper- 
sonally on a given day. 

In planning single classes, review the topics just presented 
and those scheduled immediately afterward. A useful technique 
to select the focus for a given class is to imagine what you want 
students to tell their friends about the topic over lunch or after 
class. Thinking about topics from the students’ perspective can 
give you clues as to what you want most to accomplish with a 
given topic. This in turn can help you decide how to present 
the topic. 

You should first list three or four major points you wish to 
make in a class meeting (McKeachie, 1978). You must then 
decide how to make the points. Here creativity, a sense of drama, 
and sensitivity to student interests come into play. If lecture is to 
be used, remember the guidelines about variety and timing when 
deciding how to present each point and where in the presentation 
it should appear. If discussion is appropriate, note potential 
queries and where in the presentation they can be raised. Demon- 
strations or slides must, of course, be prepared well in advance. 
When constructing a presentational outline for a given class 
meeting, think of the meeting as an artistic event needing an 
overall theme, an engaging beginning, anda buildup to a decisive 
ending. 
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This chapter began with the premise that planning is valu- 
able because it helps college teachers anticipate classroom events. 
But how rigidly should course plans be followed? The answer 
depends on a number of things. 

It depends on the coliege teacher’s experience. Not surpris- 
ingly, experienced instructors are better able to plan accurately, 
but even the experienced may find their plans for a new course 
disappointing in application. Anyone teaching a course for the 
first time should view his or her plans with considerable skep- 
ticism and be willing to drop or add topics if too much or too little 
was planned for the time available. An instructor may also need 
to adjust the relative amounts of time spent on discussion or lec- 
ture. The first set of exams can indicate whether too little or too 
much was asked of the students. 

If an instructor has successfully taught a course at a given 
school before and finds it difficult to stick to the planned schedule, 
he or she should look for reasons for the difficulty. Occasionally 
instructors may notice themselves being unnecessarily wordy or 
tangential when lecturing or too willing to let a class wander from 
the point or discuss too long. This may be because the teacher is 
preoccupied with personal concerns, physically tired, or simply 
bored by teaching on that day. Whatever the cause, teachers who 
have difficulty sticking to their class plans should examine their 
own attitudes and increase their motivation to teach well, rather 
than assuming that the plans need changing. 

If a college teacher senses on a given day that what was 
planned is not going well, he or she should definitely consider 
doing something different. The methods of presentation are more 
likely to need change than the planned topics. Perhaps the class 
has not gone well because of an unanticipated drop in class 
morale or a consuming campus issue that has affected the 
students, Whether the malaise rests with the students or with the 
instructor, increasing discussion, presenting humorous anec- 
dotes, or energetic lecturing may turn things around. A rule of 
thumb is to be wary of changing course outlines unless you are 
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new to a course, but be quick to modify your behavior in a given 
class when things do not go as expected. 

One exception to this position about changing plans deals 
with requirements and evaluation. Students will become upset if 
requirements (exams, significant readings, or papers) are added 
after the semester is well under way. All major work expected of 
students should be announced on the first day of class. College 
teachers should also avoid decreasing assigned work unless it is 
apparent that a serious error of planning has occurred. The 
teacher should not ask students if they would like requirements 
changed. Asking indicates that the instructor is not confident and 
raises the possibility that other requirements are negotiable. An 
unconfident instructor raises students’ anxiety about class leader- 


a solemn social contract, and modi- 
reducing student satisfaction and 


CHAPTER 8 


Integrating Learning 
In and Out of the Classroom 


A 
Attending class is akin to regular religious obser- 
vance: The ritual or sermon is less important for 
what it teaches directly than for its motivational 
impact on what believers do between services. 


mastering the content of a college 


Coming to class is essential to 
lly occurs outside the classroom 


course, yet most learning actua 
(Eble, 1976). Recall and recognition of specific information most 


often result from solitary reading and concentrated study. Inde- 
pendent thinking about course content is also fostered by written 
assignments that students complete on their own. For some sub- 
jects, firsthand observation of the phenomena, research methods, 
or artistic performances under study provides an essential 
framework in which to organize learned facts. Most courses can 
benefit from occasional field trips or observations that students 
make on their own. Do not let this book’s emphasis on college 
teaching as artistic performance in an interpersonal arena obscure 
the fact that the abilities to read and write critically have long 
been the fundamental skills of an educated person, and these are 
developed largely through individual efforts outside the 


classroom. 


Students do learn some content details during class, but 


165 
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such learning is superficial and temporary if their only exposure 
to information is lecture. To get the most out of class presenta- 
tions and to master the content most easily, students should read 
something about the topic both before and after class. Even if 
assignments are read after the lecture or when an exam draws 
near, reading gives students a second exposure to the ideas pre- 
sented in class. Having written materials available is essential for 
learning of depth and permanence. 

If so much learning occurs outside class, why do we hold 
classes at all? Coming to class introduces students to a mature lec- 
turer’s perspective and models the thinking skills they need in 
order to evaluate what they read. Skilled instructors can demon- 
strate ways to pose a literary or intellectual argument or design a 
scientific study and to view the results from the distance of time 
and competing explanations, Nothing aids students’ understand- 
ing and evaluation of what they read so much as a professor who 
reveals the way he or she thinks about a content area. Whether 
lectures or discussions are used to increase students’ intellectual 
appreciation of a topic, the end result makes coming to class a 
valuable aid to what students learn on their own. 

Still, most of the benefits students gain from attending class 
are motivational. College classes at their best have an aura of 
magic —they are excitin 
students’ attention and 
classes create a Positive emot 


duties to perform, assignment 

Because coming to clas 
lege teachers should give care 
dents to do on their own, T 


s to complete. 
s is never sufficient, however, col- 
ful attention to what they ask stu- 


are offered on ways 
ectures and discus- 
vation. 
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Reading Assignments 


Like the topics chosen for a course, readings should be 
selected both for their importance and for their interest. Consider- 
able deliberation is required to assemble reading assignments that 
meet these dual criteria. Readings should be clearly written and at 
an appropriate conceptual level for the students being taught. 

One initial decision is whether to use prepared textbooks or 
a collection of individual readings chosen by the instructor. Most 
reading for college courses is done in prepared texts. Yet some 
instructors are reluctant to use textbooks, believing that they will 
appear shallow or unintellectual unless they assign original 
sources or put together their own set of readings. Contemporary 
photocopy technology has made it easier than ever for teachers to 
design their own texts, though tightened copyright guidelines 
d this option. The choice of a prepared text or 


have restricte 
d be determined by one’s objectives more 


original sources shoul 
than anything else. 

In lower or introductory level courses a college teacher 
must ensure that students master a body of information. The 
reading skills of freshmen, especially, are usually not sufficiently 
developed for them to work independently for most of the semes- 
ter. For these courses a single comprehensive text is probably best 


(Eble, 1976). 
If an instructor wants 
and gain mature opinions, he o 
nal materials. The abilities to weigh 
asily taught by having students 


of view are most € 
Js and discuss them in class or in writing 


students to increase thinking skills 
r she should have them read origi- 
evidence and to contrast 


various points 


read isolated materia : 
(Eble, 1976). For this reason, original materials rather than text- 


books are usually used in advanced courses OF small seminars. 

Many courses fall in between the introductory and advanced 
levels, Fortunately, factual and evaluative objectives are not 
mutually exclusive. Both goals can be pursued if the characteris- 
tics of the students and the nature of the content are taken into 
account. For many courses the best choice is a single text to pre- 


sent the meat of the content, supplemented by readings to give 
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students a taste of the original sources, to enhance their interest, 
and to serve as the basis for critical thinking, Having thought out 
course objectives makes choosing readings a much more rational 
process. 

Which readings should students own individually and which 


works (texts, literature), but they place on reserve short supple- 
mental papers (critical essays, research reports, newspaper or 


much more expensive than other texts, 


many students will not 
buy their own copies. 


different texts to select the best text for their c 
Finally, books and other readin 
ing to undergraduate readers. 
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readings were chosen and what he or she expects the students to 
do with them. Students are more likely to read assignments day 
by day (rather than just before exams) if the readings are pegged 
to particular lectures. A written outline handed out on the first 
day that pairs class meetings with specific reading assignments 
will help students pace their reading. As much as possible, 
instructors should avoid skipping around in texts (McKeachie, 
1978), because some students will inevitably read straight through 
and thus cover the wrong chapters for class or exams. In addition, 
the organizational transition provided by the text author will be 
lost (or confusing) if many sections are read out of order. 
Students are more likely to read assignments on schedule 
and to relate readings to class content if instructors show that 
readings are important by mentioning them frequently. The con- 
tent in the book need not be repeated, merely alluded to. For 
example, a teacher might say, “Your text gives a number of expla- 
nations for the decline of the Ottoman Empire, but let’s consider 
only the two most compelling.” For those who have read the 
assignment, such statements connect the readings with the lec- 
ture; for those who have not, it begins an organization of what 
they will learn later from their books. 
This example raises the question of how much of the 
readings a college teacher should cover in class. Repeating text- 
book material in class will bore students who have done the read- 
ing and kill for everyone the incentive to read before class. An 
instructor should use lecture, Fritz Machlup (1979) suggests, to 
elucidate what the text leaves obscure and to elaborate what the 
text leaves incomplete. No text is likely uD present cue LOp ICAO 
teacher’s satisfaction, and the classroom Is a good p acest correct 
a book’s weaknesses. Class lectures can be devoted to interpreta- 
tions different from those of the textbook writer. Lecture is aa 
than discussion for comparing interpretations ia al ents 
often are not prepared and feel called on the ie ie we a 
sion; at least, students should be warned if a a ee is 
Cussions are going to occur. An instructor s ous ne = i ae 
from the readings about which he or she has special expertise 
key issues in the field. In 
which can be related to current events or yas TDA 
class time to-tie together topics in 
general, the teacher should use 
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readings with each other and with the students’ experiences, rather 
than attempting to present them in detail. 

Students’ motivation to read assignments can be increased 
in a number of ways. As many as 20 percent to 40 percent of the 
class will not have done the reading before class, but a teacher 
should not acknowledge this openly. Sarcastic remarks about stu- 
dent failings (“I’m sure everyone has done the reading, as usual”) 
make students feel guilty and suggest that the instructor does not 
expect them to prepare for class. Instead, the teacher should state 
a positive expectation and try to pique students’ curiosity. (“I’m 
sure many of you will find Chapter Seven of particular interest” or 
“The article we will discuss in the next class is one of my favorites, 
and I'll be interested to find out what you think of it”). Interesting 
and enjoyable class lectures and discussions closely connected to 
assigned readings will motivate students to read the chosen 
assignments with enthusiasm and concentration. 


Written Assignments 


Term papers are common in college courses, but many 
students — and instructors—do not enjoy them. Independent think- 
ing and clear writing are very difficult for many students, so they 
avoid subjects or courses that require substantial written work. 
Even students who write successfully may be reminded of past 
difficulties with choosing a focused topic, finding materials in the 
library, or simply getting themselves to begin writing. Written 
assignments put stress on all students because they involve inde- 
pendent thinking, self-revelation on paper, and, inevitably, 
evaluation. 


Many college teachers also are ambivalent about written 
work. Some avoid assigning papers at all; 


them. For some, disappointment over the wo 
offsets the pleasure of reading the best ones. 
are nuisances, and possibly plagiarized pape 
for ever assigning certain topics again. 


most dread grading 
rst papers more than 
Late or sloppy papers 
rs can kill enthusiasm 


In spite of these drawbacks, written assignments are un- 
matched for getting students to think independently and critically 
(Eble, 1976). Students will improve-their writing only by continu- 
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ing to write long after freshman composition courses are over. 
Fortunately, it is possible to overcome many of the negative 
aspects of written assignments. First, a word is needed about the 
objectives papers can meet. 

Objectives for Written Assignments. One objective for writ- 
ten work is to help students hone their writing skills. Writing is an 
essential skill of educated persons, and its development is the 
responsibility of all college faculty. 

Many faculty members also want students to read more 
than textbooks. Requiring students to select additional readings 
from a list or from their own search and to summarize or critically 
review the material is a useful way to meet this goal. The content 
of the writing is less important than the independent reading 
Preceding it. s 

A similar technique involves asking students to keep a jour- 
nal of their experiences in class, while reading, or while observing 
a subject on their own. Critical autobiographical notations are 
particularly useful when teachers ask students for their personal 
reactions or attitudes (Hettich, 1976). For example, students ina 
criticism course may be asked to evaluate their reactions to plays 
or films seen on their own rather than to simply list those reac- 
tions. Again, what students write is less important than the fact 
that the journal motivates observation and evaluation of their own 


experience. 

Teachers commonly assign written papers to teach stu- 
dents to use the library. Written assignments may require 
students to search card catalogues and research indexes, locate 
books and scholarly articles, and scan various works for pase? 
relevant to their topic. The quality of the students te a 
may be less important to the instructor than the intimate familiar- 


i i i s. 
ity with library resources gained in the proces i 
Some instructors ask students to apply course concepts to 


specific problems or issues through written assignments. For exam- 


i i d and evaluate using the 
e given literature to rea / 
an e se. In the sciences, students 


i ur: 
methods demonstrated in the course ; 
may be asked to solve specific theoretical or applied problems. For 
any subject, students may be asked to contrast and compare dif- 
ferent aor methods or theories and draw independent con- 
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clusions. Bloom’s objectives of analysis and synthesis are both met 
by these “thought papers.” In such application assignments, the 
complexity, sophistication, or creativity of students’ thinking is of 
most concern. 

In some papers college teachers require critical evaluation, 
not just analysis. They give students a research study, a philo- 
sophical or historical treatise, or an artistic work and ask the 
students to evaluate it. In completing such an assignment, stu- 
dents consult and consider other perspectives but ultimately must 
form their own opinions regarding the topic. Philosophy is par- 
ticularly suited to evaluative assignments. 

As instructors’ objectives for students’ written work become 
more abstract and complex, grading criteria and procedures 
change. Logs or journals are most appropriately graded pass-fail: 
students either did what was asked or not. Though an instructor 
may be tempted to grade research papers on their length and on 
the amount of library research a student appears to have done, it 
is better to assign grades on the quality of the student’s organi- 
zation and integration of ideas. Grades on thought papers are 
typically based on the quality of original thinking—a very diffi- 
cult determination. Evaluative papers are even harder to grade, 
and it is critical that a teacher evaluate students’ thinking pro- 
cesses rather than the degree to which they share the instructor's 
opinions. 

College teachers may assign written work for many reasons. 
In assigning a paper, the first Step is to state one’s objectives for doing 
so. Many students do not recognize that there is more than one type 
of written assignment, so it is wise for the teacher to spell out what 


type of writing he or she has in mind. Clear objectives and instruc- 
tions help students understand an assi 


gnment and complete it prop- 
erly. 


Using Written Assignments. College teachers traditionally 
make very broad, even deliberately vague, paper assignments. The 
most common assignment is simply, “Write a Paper on some topic 
relevant to the course.” Even if an instructor clarifies the request by 
saying something like “Write a term Paper on cultural relativism,” 
students still have considerable freedom to choose theorists and com- 
pare them in any manner. Skilled students may be able to handle 
such loose assignments and produce first-rate pieces of research, 
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thinking, and writing, but most undergraduates will write papers 
that better meet a teacher’s objectives if the teacher avoids vague 
and general topics and guides their work (McKeachie, 1978). 
How much guidance is sufficient? A paper assignment can 
easily be made so specific that little creativity or independent 
thinking is required. For example, if an anthropology instructor 
asks students to write about four ways in which the ideas of Ruth 
Benedict and Margaret Mead on cultural relativity are similar 
and dissimilar, students need only list what is asked. Such assign- 
ments create less anxiety in students initially, but eventually they 
seem like drudgery or busywork because they do not allow for 
creativity or independent thinking. Teachers should find a middle 
ground between overly broad topics and mere exercises in word 
choice and grammatical form. 
Paper topics should also fit course objectives and treat- 
ment. If students are asked to integrate lectures with readings and 
apply that knowledge to specific examples, the papers will be rela- 


tively unique to the particular course. Such written assignments 


promote independent thinking and are also exceedingly difficult 


to buy or plagiarize. 


A college teacher must decide how many written assign- 


ments should be made, how long the papers should be, and when 


they should be due. For most courses, educational objectives can 
be met by a single written assignment during the term. This is the 
it fits most courses well. 


traditional academic practice because 1 
However, term papers inevitably create anxiety In many students 


and administrative hassles for instructors concerning timely 
delivery and grading. Some instructors therefore assign two short 
papers in an attempt to soften the negative impact of one long 
paper and to keep students from putting off writing until the end 
of the term and staking their grade on a single piece of work. Two 
papers usually multiply rather than reduce the problems, 


however. Students feel anxious twice, and instructors must hear 
double excuses about tardy turn-ins. A written assignment is a 
he life of a class regardless of paper 


major emotional event in t less 
length. Teachers should remember this when considering more 
than one assignment and avoid assuming that the interpersonal 


costs of written assignments can be reduced by spreading them 


out over shorter tasks. 
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To be sure, sometimes multiple papers are appropriate. 
When a course emphasizes independent student thinking, papers 
are the most appropriate method of evaluation, and students are 
typically asked to submit two or three during a term. Papers are 
commonly used as the major method of evaluation in small advanced 
seminars and many graduate courses. But in most undergraduate 
courses content mastery is a major goal, and examinations best 
measure that. Many professors do not assign papers at all in such 
courses, and those who do most commonly assign a single one. 

Some students invariably ask, “How long should papers be?” 
In theory, length depends on the instructor’s objectives for the 
paper; in practice, length is more often a function of individual 
students’ writing styles and what they are accustomed to do for other 
faculty. Most term papers are between ten and fifteen double-spaced 
typed pages, though there is considerable variation in every class. 
This norm probably occurs because it is difficult to say anything 
meaningful in less than five Pages, and twenty pages suffice for 
most topics that undergraduates choose. A good way to respond 
to the student who asks about length is to say, “Length depends on 
how concisely you write and how ambitious your topic is. I would 
prefer that you express yourself concisely — say what you have to 
Say — rather than attempting to fill up a certain number of pages. I 
do not count Pages, and I hope you will not focus on length 
either.” Many instructors Suggest a range of lengths, however. 
(As a way of deemphasizing length, Eble (1976) advocates telling 


udent queries about dates with, 
ch instructors can expect papers to 
xaminations and for a number of 


whenever you've finished.” Su 
dribble in throughout final e 
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students to request extensions or incompletes. Because writing 
papers requires so much student initiative and discipline, a col- 
lege teacher actually helps students by giving them a due date. 

In contrast, some teachers adopt a police mentality and set 
elaborate punitive policies for late papers (“I will subtract one half 
of a letter grade for every day your paper is late after 5 P.M. on 
the due date”). This approach does bring in most papers on time 
but at a considerable cost in student morale. Even with hard poli- 
cies, some students will fail to turn papers in on time or will re- 
quest exemptions (“I have a note from the infirmary” or “My typist 
got the flu!”). An occasional student may casually turn in a good 
paper several days late and force a teacher to enforce his or her 
overly harsh rules and assign a low grade to an otherwise very 
acceptable paper. In addition to damaging interpersonal rapport, 
“tough-guy” policies do not encourage students to work more 
independently. Rules of any kind tend to be seen, especially by 
the young, as limits to be tested or circumvented. The more elab- 
orate an instructor’s policies about late papers, the more some 
students will attempt to get around them. 

How can a college teacher provide structure that helps 
work on time without denying them 
independence or stimulating rebelliousness? First of all, a teacher 
should give a definite due date for papers. A date about two weeks 
before the last class allows ample time to grade and return papers 
before the term ends. Secondly, the instructor should remind 
students during the semester when they should be “thinking 
about,” “researching,” “beginning,” or “polishing” their papers. 
Thirdly, the teacher should not announce penalties for late papers, 
but simply say, “I would like the papers by the date listed on 
the syllabus so that TIl have plenty of time to read them care- 
fully and return them by the end of the course.” Typically, a few 
weeks before the due date, some student will ask what will happen 
if a paper is late or if he or she can have a typing extension. The 
teacher should try to look more surprised than angry and respond 
with something like, “Gee, I don’t know. Papers usually come in 
when I ask for them. As I said, I want them by that date at the 
latest so I can give them the attention they deserve. I simply can’t 
do that if very many are late.” This response emphasizes that the 


students complete written 
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date selected is reasonable and consistent with students’ wishes 
to have their papers read carefully and returned promptly. Treat- 
ing deadlines this way deemphasizes the authority issue between 
instructor and student, making the due date a matter of personal 
convenience rather than control. 

Most students will respond well to a deadline presented in 
this way. But some students, especially the immature or anxious- 
dependent, find such vague consequences uncomfortable and 
may try to pin the instructor down or receive personal assurance 
that they will not be harmed if their papers are late. They should 
be calmly and firmly told that the teacher will be pleased to read 
their papers whenever they are ready but cannot declare them on 
time if they are late. If such students still seem concerned, tell 
them that you will attempt to grade late papers the same as those 
coming in on time. To facilitate their personal growth, an instruc- 
tor should put gentle pressure on dependent or anxious students 
to take responsibility for turning in their papers on time or facing 
the mild consequences -the teacher’s inconvenience or displea- 
sure. More mature, less conflicted students will appreciate a 
teacher who confirms their independence; only rarely will a stu- 
dent attempt to play games with deadlines presented in this way. 

A variation on this method is for the teacher to announce 
that he or she wants all the papers by a particular day but would 
like as many of them as early as possible. Students can be told to 
turn in papers any time during the two weeks preceding the final 
date. Though some students will chuckle at the notion of anyone 
turning in papers early, a few will do so with this mild encour- 
agement. Returning these papers as quickly as possible in clear 
view of the whole class effectively motivates other students to turn 


theirs in a day or two early as well. Seeing one’s classmates turn- 
ing in papers is a powerful mo 


more autocratic and less respectful ones. 


Evaluating Written Assignments. Thou 
written assignments are many, 
difficulty in fair grading. Even w 


gh the virtues of 
their substantial liability is 
hen students write on similar 
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topics, the accuracy, complexity, and originality of their ideas vary 
tremendously. Their writing skill varies even more. There are no 
agreed-upon formulas or guidelines for assigning specific letter or 
number grades to term papers. Paper evaluation inevitably reflects 
the college teacher’s professional judgment and subjective opin- 
ion. However, instructors can ensure that other factors such as 
halo bias (assuming a student’s paper will be excellent because 
previous work has been good) or fatigue do not enter into the 


grading process. They can also make their evaluation instructive 


to students. 

Written work can be graded more fairly and objectively if 
t know which student’s paper is under scru- 
tiny. Though blind grading is easy—one can have students use 
school identification numbers in lieu of names— some instructors 
believe that such precautions are unnecessary and are confident 
that they can separate the paper from the student. In fact, a large 
body of research has demonstrated that many factors affect 
teacher judgment of papers, and in some instances the effects can 
be considerable (Cronbach, 1970). For example, instructors tend 
to grade the paper of an attractive or personable student higher 
than one belonging to an unattractive or disagreeable student. 
Grading has also been shown to be influenced by the quality of a 


student’s other work during the course: It is harder to believe that 
from an “A” than from a “D” student. Though 


ffects are usually slight, blind grading 
t may be difficult to forget a previous 
discussion of a paper’s topic with its author, but without a name 
one cannot be absolutely certain who wrote the paper. 
Another reason for grading student work blind is interper- 
sonal. Students tend to equate evaluations of their work with eval- 
uations of themselves, as indications of the degree to which the 
instructor likes or respects them. More experienced and mature 
students can separate teacher evaluations of product from those of 
producer, but all students may occasionally take criticism person- 
ally. Using ID numbers instead of names assures students that it 
will be the paper, not the student, that receives the grade. í 
Grading papers fairly and objectively is easier than grading 
them reliably. Experienced teachers know that reading, thinking 


the teacher does no 


a poor paper came 
in practice such biasing ¢ 
eliminates them entirely. I 
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about, and evaluating a ten to fifteen page paper will take between 
fifteen and forty-five minues of concentrated effort. Every instruc- 
tor becomes fatigued by several papers in a row and is more likely 
to grade them with different criteria once concentration has lapsed. 
Most professors have had the experience at least once during 
nonstop paper grading of realizing they have been staring at a 
single page for five minutes without the slightest idea of what they 
have read! 

To ensure that every paper receives the same attention, an 
instructor should grade Papers in small batches spread out over 
several days. Some instructors do as few as two in one sitting, and 
few look at more than five without taking a break. Ideally, one 
should grade each paper twice and compare grades, but because it 
takes so much time to grade a set of Papers once, few are likely to 
attempt this regularly. Except for periodic reliability checks, grad- 


ing time can be better spent in giving detailed feedback than in 
increasing reliability, 


Once an instructor ha 


s read several papers of varying 
quality, the dimension along 


which papers vary becomes clear. It 
is wise to begin by reading through four or five papers quickly 
without assigning grades to get an idea of this baseline. Some 
instructors make this dimension concrete by putting graded 


and then going back through 
grades, Particularly pluses and 
he characteristics of each group 
teria consistently across grading 
tudents afterwards. 
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gestions a teacher has to offer if they are also complimented for 
what they did well. If an instructor has the time to make com- 
ments within the body of the paper too, so much the better. Some 
instructors find that doing so helps them maintain their concen- 
tration as they read; occasional comments at least:show students 
that their papers were actually read to the end. Most students 
spend many hours preparing written assignments, and college 
teachers should recognize this by taking a few extra minutes to 
give them detailed feedback on their work. 

llege teachers who are serious about helping students 
to improve their writing skills, giving feedback is not enough— 
they encourage students to rewrite papers. Such teachers tell stu- 
dents that they can resubmit their papers for another grading, us- 
ing the teacher's detailed feedback to improve them, and offer to 
count the higher grade if the grade is changed by rewriting. If the 
whole class is offered this option, students do not consider it un- 
fair, The teacher should have students interested in.this option 
turn their.papers in early and note on them that they intend to 
rewrite. (One is likely to have more suggestions for the student 
who intends to rewrite.) College teachers offering this option 
report that 10 percent to 40 percent of their students elect it. 
Ideally one should require rewriting of all students, but com- 
peting objectives usually prevent this much emphasis being given 
to even such a worthy goal. Encouraging students to volunteer to 


improve their writing is a reasonable alternative. 
Even if effective written expression is not emphasized, 


every college teacher must decide on the extent to which writing 
skill will affect his or her evaluation of papers. Depending on the 
subject, an instructor may consider it appropriate (English 
classes) or, unfair (science courses) to penalize students for 
mediocre writing. Whatever decision is made about this, it should 
be communicated as clearly as possible to students beforehand. 
Every college teacher will occasionally encounter a student 
whose writing is unacceptably poor. Some encounter poor writing 
frequently. How can a student’s ideas be evaluated when the 
words and grammar in which they are expressed render them 
almost unintelligible? In such cases an encouragement to rewrite 


iti ervice are 
and referral to a writing la 


For co 


boratory or consultation s 
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especially indicated. All students can improve their writing, but a 
few fall so far short of acceptable standards that instructors must 
do what they can to help them improve. 

In addition to evaluating written assignments consistently 
and helpfully, instructors should return them quickly. Quick 
turnaround aids student learning, interpersonal rapport, and 
objective evaluation. Grading and returning papers quickly com- 
municates the teacher’s concern about students’ feelings and 
makes papers come in more quickly. There is no excuse for not 
doing this. “It takes no more time to read papers now than later, 
and no unsuspected abundance of free time will appear in the 
future” (Eble, 1976, p. 97). Teachers should make papers due 
when their schedules will allow enough time to grade them promptly 
and well. Papers should be returned before the end of the term if 
at all possible. Grading papers during final exams and leaving 


them on a chair beside the office door shows little concern for stu- 
dents or their writing. 


ing e 


inspecti 
and 


rewriting) as well as 


Integrating Learning In and Out of the Classroom 181 


people, or situations relevant to the course under study. Masterful 
lectures can make ideas seem vivid and real, but sometimes per- 
sonal contact with the phenomena is required for complete under- 
standing. Ifa picture is worth a thousand words, a good field trip 
is worth a thousand slides. 

For subjects such as engineering, archeology, visual and 
performing arts, geology, ecology, and education, direct obser- 
vation is essential for all students. The subject of this section is not 
the field experiences required in these disciplines, however, but 
the optional or voluntary experiences that can be included with 
good effect in almost every course (Fisher, 1980). 

Observations can be made individually or in small groups. 
students in behavioral science courses can be 
dual visits to situations in which people 
evant to the course (Runkel, 1969; 
1969). Political science students can 
attend precinct caucuses, and sociology students can visit working 
class cafes or housing projects. Students of anthropology who 
observe a few mornings of hearings for misdemeanor crimes at the 
local courthouse will learn a great deal about taking field notes as 
well as witnessing a wide range of human behaviors. Philosophy 
students can visit Right to Life and Planned Parenthood organi- 
zations; comparative religion students might attend different 
churches; psychology students can volunteer to tutor children 
with learning problems or spend time with residents of juvenile 
detention, mental health, or nursing home facilities. Science stu- 
dents can visit scientists’ laboratories on campus or in nearby 
industrial settings. Fine arts students can attend performances 
and showings in the area. The possibilities are endless. Students 
can be informed of possibilities and encouraged to seek out rele- 
vant experiences on their own. i 

Why should students take the time to seek out such expe- 
riences? Frankly, most students will not— but those who do, usu- 
ally identify strongly with the instructor and are excited by the sub- 
ject matter. The instructor’s expectation that students will make 
individual observations does much to stimulate such behavior, 
and it is reinforced by listening to students who report their obser- 
vations or by suggesting that they report observations in written 


For example, 
encouraged to make indivi 
are behaving in ways rel 
Cytrynbaum and Mann, 
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work. The benefits of individual observation easily justify the 
small amount of time it takes an instructor to mention opportuni- 


ties for such observation and show interest in the experiences of 
those taking advantage of them. 


The best college courses and teachers so involve students 
that they learn as much as they can and think about the subject out- 
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side the classroom. Students eagerly read assignments and tackle 
independent writing tasks. They see the relevance of the subject 
to the real world and seek opportunities to apply what they have 
learned. Classroom instructors who are excited by their subject, 
caught up in the fascination of what they teach, foster student 
enthusiasm for the subject by personal example. Teacher enthu- 
siasm infects lectures and discussion and can be spread to 
students’ work outside class. 

The next chapter makes the logical progression from the 
making of assignments to their evaluation. General assessment 
issues and specific methods of testing and grading are discussed. 


CHAPTER 9 


Evaluating 
Student Performance: 


Testing and Grading 


A basic source of the misunderstandings which 
surround evaluations of student work lies in the 
fact that normally such evaluation has vital con- 
sequences for the one being evaluated, whereas 
it has no such consequences for the one who does the 
evaluating. The grades a student receives not only 
determine whether he graduates with honors or 
flunks out of school; they may also guide him in 
choosing his field of Specialization, affect his plans 
for graduate study, and ultimately influence his 
choice of career. On the other hand, the grades a 
teacher gives do not affect his professional stature, 
his commitment to a field of study, or his future 
success as a scholar. A student may for a long time 
harbor a deep resentment against a teacher who 
grades him harshly, but were he to confront that 
teacher years later, the teacher might not even 
remember the student and would almost surely not 
remember the grade. Indeed, the teacher would 
most probably be astounded to learn the student 
cared so deeply about the grade. 


Cahn (1978, p. 218) 
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For most students and many college teachers, tests and grades are 
an unpleasant and unavoidable reality. Most schools require 
instructors to assign letter grades for student work, and society, 
rightly or wrongly, judges as important these distinctions between 
high, passing, and failing performance. 

‘All students are concerned about exams and grades. Anxious- 
g students dread them, while the more inde- 
e look forward to the challenge and potential 
luated represents for most students a 


dependent or failin 
pendent and capabl 
success they offer. Being eva 
mixture of anxiety and positive anticipation. 

College teachers exhibit a similar range of attitudes toward 
the grading responsibility. Some, especially those new to teach- 
ing, identify with their students’ dread of exams, deny their eval- 
uative role, let students grade themselves, give undemanding 
exams or uniformly high marks, or admonish students not to 
worry about exams and grades. Others enjoy evaluation and view 
arduous exams and stingy grading as necessary to student 
achievement and maturity. For everyone, exams and other 
evaluations introduce the possibility of cheating, which induces 
guilt in students who succumb to the temptation and displeasure 
in instructors who encounter the result. Regardless of the reason 
why a student earns a failing grade, the teacher usually assigns 
such a grade with reluctance and regret. For everyone personally 
associated with higher education — students, faculty and parents — 
evaluation is an emotionally charged topic. 

In this chapter evaluation is examine 
First, specific suggestions are offered for constructing and scoring 
multiple-choice, short-answer, and essay examinations. The sug- 
gestions are keyed to the type of learning each kind of examina- 
tion promotes. They also assess the instructor time each exam 
requires. Procedures for assigning end-of-course grades and deal- 
ing with cheating— including ways to prevent it—are outlined as 
well. Because evaluation is the most critical interpersonal issue in 
college classrooms, suggestions are also given for maximizing the 
positive effects of exams (increases in confidence, motivation, and 
effective coping skills) and minimizing the negative ones that can 
interfere with performance (feelings of anxiety, unfairness, anger, 


d on several levels. 
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and hopelessness). Before specific evaluation methods are dis- 
cussed, several introductory topics need to be examined. 


Evaluation in Context 


Purposes of Evaluation. Examining must first be differen- 
tiated from grading (Milton, 1978). Examining or testing refers to 
constructing and scoring test questions (or assigning papers) to 
produce comparisons among different students. The specific and 
evaluative comments written on exams are taken very seriously 
by students and can have a powerful effect on student motivation 
for the remainder of the course. Since more than one exam is 


usually given during a course, early tests can motiv. 


try harder, study more efficiently, or give up and withdraw emo- 
tional investment in the course. 


Examining has a powerful effect 
on the way students study and the amount they learn during 4 
course. 


ate students to 


rposes of evaluati 

The pu P a ir are.many. Tests are given, stu- 
dents say, “to see what we don’t know” Srii 

; ich b © give the teacher 
someting Gn whe to base a grade.” Instructors believe that 
evaluation aids learning through feedback a 
Testing gives students a SauE ot hg Scope and. depth of their 
knowledge, much as athletes learn their strengths and Weaknesses 
through active competition. Similarly, just as toas lera team 
college teachers learn how 


tests, A thoughtfully sui 


observing their athletes in competition, 
effective their teaching has been from 
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structed exam can actually teach by stimulating students to think 
about concepts in a new way, notice new relationships, and come 
to different insights. Tests aid learning most ‘by motivating 
students to study for them (Cahn, 1978). Though term papers can 
achieve objectives unattainable through exams, few things can be 
counted on to prompt students to really master a content area like 


a rigorous examination. Overall, testing is justified because it aids 


learning and enhances motivation as well as providing a basis for 


assigning grades. 
Testing and Student Motivation. How can testing and 


grading practices be understood in terms of what we know about 
the psychological needs students bring to the classroom? The need 
to meet challenges and overcome obstacles is a basic and long- 
standing psychological motive. Examinations, like athletic con- 
tests or artistic competition, satisfy these needs for many students. 
Without unduly emphasizing the competitiveness of exams or 
ignoring individual differences 1n ability and temperament, a 
skillful instructor can create exams that strike a balance between 
meeting student needs to feel secure and meeting the need to seek 
challenges. Good athletic coaches do this as well, bringing out the 
best performance from their players while promoting maturity 
and personal satisfaction. (College teachers can learn much from 


observing skilled coaches.) Not challenging students at all on 


exams is as unsatisfying to them as creating unduly harsh or 


unfair tests. ‘ A 5 f 
The suggestions 1n this chapter are designed to produce 


hat both stress and reassure students. Testing and grading 
are not seen as an unavoidable unpleasantness but as an experi- 
ence that can be beneficial and satisfying to students and instruc- 
tors alike if high standards are coupled with personal concern. 
Myths Concerning Evaluation. A few myths about evalua- 
tion must be mentioned and dispelled first. The following com- 


mon beliefs are simply not true: 


exams t 


The quality of education that students receive is commensurate with the 
difficully of earning high marks. Colleges, academic departments, 
or instructors who infer that their students learn more 
because average grades are lower delude themselves. 
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Students can learn just as much in a relatively easy course as 
in a hard one. If high grades are accurate, they reflect greater 
rather than less learning. Because tough grading is so com- 
monly endorsed, many instructors fear being reputed to offer 
“slides” or “gut courses.” However, the quality of a college 
education is more a function of the quality of the faculty, the 
teaching, and the overall student population than of grading 
stringency. 

2. Hard grading and student satisfaction are inversely correlated. 
Research on the relation between grading and satisfaction 
(Abrami and others, 1980; Howard and Maxwell, 1980) does 
not support this contention. Students report liking quality 
presentations and good rapport, not easy grades. Students 
like hard graders as often as easy ones, and they have been 
shown to seek out difficult courses rated positively over easier 
ones rated poorly (Coleman and McKeachie, 1981). 
Teachers seen as unfair evaluators receive low ratings, but 
course difficulty does not predict student satisfaction. 

Strict grading is necessary to motivate students to study. Though stu- 
dent motivation is enhanced by testing, the evaluation need 
not be harsh to be effective. Like lectures, exams should be 
difficult enough for most students to feel challenged and few 
to feel overwhelmed. Fostering positive personal relation- 
ships and activating students’ need for competence are more 
motivating than stressing them with negative evaluations. 

Difficult grading encourages memorization; a nonjudgmental classroom 
atmosphere is necessary for higher-level learning or for independent or 
creative thinking to occur. Anxious-dependent students do 
respond to difficult exams by dwelling on details and memor- 
ization, but not all students restrict what they study and learn 
to this level. Evaluation difficulty does not determine educa- 
tional objectives, and objectives may prescribe particular 


evaluation procedures but do not prescribe their level of 
difficulty. 


It is inaccurate to equate a college teacher’s grading prac- 
tices with the quality of his or her teaching. A skillful instructor 
uses examinations in ways that motivate rather than discourage 
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students, and this influences student achievement more than any- 
thing inherent in testing methods or standards. 

Social Functions of Evaluation. Whether they like it or not, 
college teachers serve an important selective function for contem- 
porary society. Powerful, well-paid, and responsible jobs are open 
mainly to those who successfully run the gauntlet of formal edu- 
cation, who through intellectual ability, persistence, and/or 
conformity earn baccalaureate or advanced degrees. Higher edu- 
cation is a prerequisite for success for most citizens in a technolog- 
ical society. 

How do professors view their role in this social selection 
process? Some believe in enduring individual differences in ability 
and persistence, and they relish the task of identifying and 
encouraging students with academic talent and motivation. Their 
tests are difficult, distinguishing different degrees of mastery 
among students so that only a few receive top grades. They 
believe that the role of college instructors is to encourage all stu- 
dents to compete so as to channel those with greater talent and 
self-discipline to jobs requiring such qualities. 

Other instructors may wish more students to have the 
chance to select their occupations and for all to live less competi- 
tive lives. Those with this philosophy are more likely to favor eval- 
uation methods that reflect mastery at the recall and recognition 
level—the kind of knowledge easiest to acquire from effort alone — 
rather than more intellectually demanding objectives that tend to 
reveal individual differences. Mastery learning touted in the Per- 
sonalized System of Instruction (Keller, 1968), for example, 
rewards students for attaining objectives that are reasonable for 
all and rewards students less according to ability than according 
to persistence. ; r ` 

The suggestions on testing and grading offered in this 
chapter are more consistent with the selective than with the 
mastery philosphy. They are designed not so much to endorse the 
social function grades serve as to recognize the universality of 
individual differences. Setting course requirements so that every 
arn an “A” denies inevitable differences in academic 
system students with high 


allenge, and those with less 


student can e 
skill and inclination. In a mastery 


talent may not receive sufficient ch: 
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ability may not receive accurate feedback about the difficulty of 
future academic challenges or their likelihood of success. This 


chapter proposes methods of evaluation that should motivate all 
students to do their best. 


Examination Strategies 


Preparing for Examinations. Examination procedures 
should be determined when the course is first planned. Because 
students differ in their preferences for kinds of exams (most stu- 
dent polls are split equally between multiple-choice and essay) 
and because different methods fit different objectives, instructors 


should use a variety of testing methods. There is no reason for col- 
lege teachers (or students 


instructions and questions 


h are clear. In the case of essays, this 
practice also provides samp 


le answers to help with scoring. 
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When selecting specific topics around which to write test 
questions, avoid both trickery and triviality. There are always 
important, subtle, and complex points that can be assessed on 
an exam, and there is no good reason to surprise students with 
minutiae. Making tests difficult by focusing on unimportant details 
encourages anxiety, gamesmanship, and a sense of unfairness. It 
is better to design tests that will motivate students to learn critical 
content than to reward them for memorizing trivia. Neither stu- 
dent motivation nor learning is fostered by putting surprises on 
exams. 

Topics included on exams should be representative of the 
content covered. Items should be selected from all chapters, arti- 
cles, or books covered. They should also vary in difficulty. Includ- 
ing a few relatively easy items helps to keep the less able or less 
prepared students from feeling devastated after an exam. Similarly, 
including a few difficult items will keep the most prepared 
students from feeling let down afterward, from thinking as they 
leave the room, “I sure didn’t get a chance to show what I knew on 
that test.” An exam with varied items— perhaps even a funny one 
or two—is more interesting for students to take and instructors to 
grade. Varied items also produce greater spread in distribution of 
total scores. 

Avoid using the same examinations every time you teach a 
course. Students are likely to have seen old exams in test files, and 
repeat exams will not reflect recent changes in what you presented 
or emphasized. Like old lecture notes, old exams can help an 
instructor prepare, but exams are unlikely to be fresh and timely 
unless they are constructed a week or two before they are given. 

There are several ways to prepare students intellectually 
before an exam. Share your objectives so students will not feel 
that they “didn’t know beforehand what the prof wanted,” and 
make copies of old exams available as concrete examples of what 
they can expect. Give tips on answering multiple-choice or essay 
test items, especially if the students are freshmen or the course is 
introductory. Tell students beforehand the total number of items 
of each type and the number of recall, analysis, or evaluation 
items that will appear on the test. All these techniques will help 
students decide what to study and help to maximize what they 
learn. 
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Like a coach speaking to the team on the night before 2 
contest, you should also help your students prepare emotionally 
for a test. Speak to them as an adult (“The test will require you ie 
know the most important concepts thoroughly, and you shoul 
review them carefully; but the test is not designed to trick you or 
make you fail”). Do not joke about the exam, especially with irony 
likely to feed their anxiety (“Don’t worry about the exam; after all, 
nothing rides on it except your future careers”). Also avoid speak- 
ing either as a judgmental parent (“If you don’t study hard, you're 
likely to do poorly”) or as a reassurin: 
the most important thing i 


study or needless anxiety, 


Some college teachers spend the class just before an cone 
reviewing material and answering questions; others hold optiona 
review sessions for the s 


ame purpose. Many students appreciate 
such Opportunities, but others will not attend a class (or outside 
sessions) with that agenda. Review sessions can be frustrating 
when students do not have questions and waste precious class 


ost compliant students come to these 


stop by frequently during exa 
them posted on the remaining time. 
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Getting students to turn in their papers can be trouble- 
some. Return to the classroom ten to fifteen minutes before the 
next class period and say, “It’s time to pull your answers together. 
You have only five minutes or so to go.” If you remain in the class- 
room, many students will turn in their papers, and others will 
make last-minute additions. Avoid coming back at the very last 
minute and announcing, “Time’s up; give me your exams!” 
Though this practice is traditional in some schools (the service 
academies), it raises student anxiety and tempts students to ex- 
ceed the time limit. If one or two anxious-dependents still have 
not stopped when only a few minutes remain before the next 
class, simply invite the students waiting in the hall to come in; 
then your students will stop. College teachers have an important 
responsibility to ensure that all students are given similar time to 
complete exams and that they are out of the classroom before the 
next class is scheduled to begin. So move them along—but gently. 

Evaluating Examinations. Exams should be graded and 
returned quickly—by the next class meeting if possible, and 
within one week at the latest. Prompt return of exams is appre- 
ciated by students anxious to know their grades and it encourages 
relearning or corrective learning of the material that appeared on 
the exam. Avoid simply giving papers to TAs for grading. 
Students want papers graded by their instructor, even when assis- 
tants help. In large classes where assistants are necessary for 
Scoring exams, develop specific scoring criteria and model papers 
for your TAs and double-check selected papers to ensure that all 
graders adhered to similar guidelines. The professor is responsible 
for the way others grade his or her students’ exams, and this 
responsibility cannot be delegated completely even when it is con- 
venient to do so. 

Like term papers, tests should be graded blind. Blind 
grading of essay papers is especially important. Even when 
multiple-choice exams are given, it is good practice to have 
students use only school identification numbers. 

Write detailed comments on exams to show that the papers 
were read carefully and to show students how they could have 
done better. Even short comments such as “yes,” “no” 
“insightful,” “not quite,” or “good guess” tell students that their 
work was taken seriously. To tell each student how every discus- 
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sion item could be improved would take too much time, but try to 
make one or two corrective comments, especially about longer 
essays. Specific feedback of this kind maximizes student learning 
from exams (McKeachie, 1978). ; 
Instructors’ written comments are powerful communica- 
tions that affect subsequent motivation, Students doing unaccep- 
table work might receive a note saying, “I’m sorry you did poorly, 
Laurie. Please stop by to speak with me to see if we can finda way, 
for you to do better next time.” Students who respond to this invi- 
tation usually indicate that they know they did not study enough, 
but some will be perplexed by their poor performance and will 
welcome suggestions on studying and test-taking. Personal notes 
are also an excellent way to reward superior work. Comments 
such as “Good work, Jami,” or “Excellent ideas, Amy” very 
positively affect students who receive them. Such notes reinforce 
past effort and strengthen students’ desire to do well in the future. 
Write something like “Much improved, Sarah” for students who 
have improved their performance by at least a letter grade. Such 


comments make the evaluation process more personal for instruc- 
tor and students alike, 


How should you return exams? First, 
relaxed. Emotional instructors only stimulate e 
dents. Avoid defensiveness or apology. Be rea 
discussing the exams, Second, exhibit the dist 
that students can see exactly how their per 
with that of others. Third, ask whether st 
questions about the exam, but do not spend 


remain calm and 
motionality in stu- 
sonable but firm in 
ribution of scores so 
formance compared 
udents have general 
the entire class going 
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over specific items. Offer to go over individual papers in detail 
outside of class. Circulate the correct answers to multiple-choice 
items and pass around photocopies of the best two or three dis- 
cussion papers with students’ names removed. Many students 
have an unrealistic estimate of their own knowledge and abilities 
as compared to those of other students; seeing samples of peers’ 
work provides a more realistic basis for comparison. It also pro- 
vides further reinforcement for the exemplary students whose 
papers were selected for display. Returning exams well is essential 
to making sure that the evaluation process accomplishes desired 
intellectual and interpersonal objectives. 

The final stage of evaluation is often neglected by instruc- 
tors. Before being filed away, exams should be critiqued and 
revised. College teachers can improve an exam most immediately 
after grading it and hearing student reactions. If the teacher waits 
too long, such information will be forgotten (Milton, 1978). 

The preceding strategies apply to examinations of any 
form. In the next section various types of examinations are dis- 
cussed, with suggestions for maximizing the advantages and min- 
imizing the disadvantages of each. 


Types of Examinations 


The traditional classification of examinations as objective 
or subjective can be misleading. Multiple-choice items are 
thought to be objective because they can be scored easily and reli- 
ably using templates or computer scanning devices, but subjec- 
tivity is involved in item construction and in deciding which 
multiple-choice option is most correct. Similarly, “subjective” dis- 
cussion questions can be scored rigorously using specific criteria 
and a point system. 

A more useful distinction is between selection (multiple- 
choice) and supply (short-answer or essay) examinations. 
Research suggests that selection items are easier (Gronlund, 
1982). Multiple-choice items require knowledge of specifics, and 
students have adapted accordingly to study details when prepar- 
ing for them (Milton, 1978). However, college teachers can con- 
struct multiple-choice items that require students to think, cri- 
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tique, and evaluate what they know; selection items need not deal 
only with details. 

Supply questions are more variable. Short-answer or identi- 
fication items may be as specific as multiple-choice items. More 
commonly, in supply items students are asked to write broad, 
integrative summaries (essays); thus, in studying for essay exams, 
students focus on broader issues (Milton, 1978). The construction 
of items determines the level of knowledge measured more than 
does the item type. 

Exam items of any type must be clear and unambiguous; 
students should have no doubt about what they mean. Impreci- 
sion and ambiguity are the greatest failings of exam items, even 
on mathematics exams (Crouse and Jacobson, 1975). Teachers 
who write clear, precise exam questions can assess what students 


know more accurately and fairly than those who compose tests 
carelessly. 


at any level. 


College teachers must be careful 


to make sure, however, 
that items reflect knowledge of the subj 


ect rather than general 
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intelligence. For example, economics students asked on a multiple- 
choice item to compare and contrast “maximizing utility by consum- 
ers” and “maximizing profits by companies” must weigh several 
possible comparisons as well as know the individual concepts. 
Picking the most important difference may reflect their ability to 
make abstract generalizations or to notice subtle differences in 
wording more than their knowledge of the two course concepts. 

Most multiple-choice tests of memory are poorly correlated 
with general intelligence test scores (r=.17). As the level of 
abstraction required by an item increases, when general concepts 
must be applied to specific situations for example, the correlation 
with intelligence increases (r= .41; McKeachie, 1978). Instruc- 
tors should ask themselves, “Does figuring out the correct answer 
to this question depend more on reasoning ability or on full knowl- 
edge of the material?” Though more intelligent students will bet- 
ter understand content with comparable amounts of study, col- 
lege teachers should focus exam questions on the content and not 
mainly on students’ thinking skills. Unless they construct multiple- 
choice exams carefully, teachers risk measuring differences in 
academic aptitude rather than knowledge acquired in the course. 

Multiple-choice exams are ideal for large classes that the 
teacher expects to teach for several terms. Experienced multiple- 
choice users typically put specific items on index cards (or com- 
puter disks) showing statistical data from previous use and then 
select items from this pool for a given exam. Many fundamental 
concepts will be taught without fail every semester, and these are 
best assessed with proven items when possible. Revising items 
and adding new ones to the pool is easier than writing a whole 
new exam and frees the instructor to grade written work. 

Potentially usable multiple-choice items come from several 
sources. One way to create items is to ask students to write 
and submit them. Letting students do this has a positive interper- 
Sonal value: It shares a bit of the control of evaluation with them 
and may make them more sympathetic to the instructor's role in 
it. This practice also suggests concepts for teacher-written items. 
Publishers’ teacher’s manuals usually contain items, though they 
have seldom been pretested and refined. Like student items, pub- 
lished items may suggest concepts for which a college teacher can 
construct his or her own exam questions. 
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Experience indicates (McKeachie, 1978; Milton, 1978) 


that the college teacher constructing a multiple-choice examina- 
tion should do the following: 


i; 


N 


fesi 


10. 


Begin with a single concept, definition, or research finding 
that has been covered thoroughly in the text or in lecture. 
Be clear on what is to be measured with the item; students 
will then be more likely to understand the question and 
anticipate the correct answer. 

To reduce the role of chance, include five options rather 
than four; the probability that a student will get an item cor- 


rect from guessing alone drops from 25 percent to 20 per- 
cent when five items are used. 


State the main stem of the item in positive language; avoid 
“not” and “no,” which require students to sift through double 
negatives. 

Place all qualifications in the part of the item before the op- 
tions; keep the answer options short and clear-cut. 

Avoid irrelevant sources of difficulty, such as uncommon 
vocabulary or unnecessary details. 

For areas of opinion, qualify the stem with “according to... .” 
Avoid giving clues to the correct answer; avoid “never” and 


“always,” and make all options grammatically consistent with 
the stem, 


Vary the position of the correct answer. 

Include options of varying difficulty: one fairly obviously 
incorrect answer, another the opposite of the correct 
answer, and one or two that are only slightly different from 
the correct one. The correct option must clearly be the best, 


the one reflecting the fullest understanding of the concept(s) 
referred to in the stem. 


Never use “all (or none) of the abov 
answers are easy to construct bu 
thinking or subtlety and do not d 
students with differing knowledge. 


e” as options; such 
t require little student 
iscriminate well among 


Once items are written, the teacher should select as many 


as students will have time to answer. Students can complete 
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between one and two items per minute; one and one half per 
minute is a good average. 

Even if a computer will score the exam later and compute 
item statistics, the instructor should make a hand-scoring 
template to figure tentative scores for students wishing an imme- 
diate estimate of their achievement. Usually no more than about 
50 percent of a class will ask for hand scoring. The teacher will 
need a hand-scoring system anyway if any students take the exam 
late or if there are too few students to justify computer scoring 
(less than twenty). 

To be confident that a multiple-choice exam really reflects 
different amounts of knowledge, a college teacher must statistically 
evaluate the whole exam and each item after each use. Today 
most colleges have computer packages for scoring and analyzing 
multiple-choice exams. Such analysis tells how strongly each item 
is related to a student’s total score. Instructors should inspect 
computer printouts for item difficulty (percentage of students 
answering the item correctly) and item discrimination (statistical 
index reflecting the differences between the number of students in 
the top and bottom fifths of class who passed the item). An 
instructor can have more confidence in the results of analyses 
done on classes of forty or more students. Even then, however, 
item analysis data must be interpreted if items are to be improved. 

What are good difficulty and discrimination scores? Opti- 
mally difficult items are those that about 75 percent of the class 
answer correctly. Exams should contain only a few items that 
more than 90 percent or less than 60 percent pass. Discrimination 
scores are more difficult to interpret, because they can be com- 
puted differently and because it is impossible to have high dis- 
crimination scores for easy items. For items of moderate difficulty 
(difficulty scores between 70 percent and 85 percent), students in 
the top fifth of the class on total score should be much more likely 
to answer them correctly than students in the bottom fifth. 
Teachers should seek advice from those running the item analysis 
service at their school for appropriate cutoffs. Items of appro- 
priate difficulty and discrimination can be saved, while an exami- 
nation of less successful items may suggest how they could be 
improved. Over successive semesters, college teachers can com- 
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pile a sizable pool of tested items from which to select in compos 

ing subsequent examinations. d 
The instructor should have the item analysis results uae 

when talking with Students about their exams. Students are usua y 


3 j ; i : it is 
interested in knowing how many others missed an item. Also, 

easier to argue against an answ 
that the stud 


exams a 
free-for-all essays. 


How should short-answer exams be Constructeq and scored? 
As with any item, the teacher should begin with a Specific Purpose 
for the question. He or she should decide how my 


- a Space to 
allow for each answer and arrange the items accordingly, Allow: 


nd literary- 
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students between four and five minutes for each item. For scor- 
ing, the teacher should write the best answer possible based on the 
information supplied by the course. (Having a colleague or more 
advanced student take the exam also helps.) He or she should 
then decide how many points to give to each item and how many 
of the specific facts or ideas in the exemplary answers will be 
required to earn full or partial credit. 

Before scoring any items, the instructor should read 
through five to ten questions to see if he or she has accurately antic- 
ipated most of the ideas students are including and to revise scor- 
ing criteria if indicated. He or she should not attempt to score all 
answers on each paper before going on to the next one; items can 
be scored more consistently if one does them one item or one page 
at a time. If an answer is especially good, much better than required 
to earn full credit, the instructor might consider giving extra 
credit (one-half point or so). Writing “good” or “excellent” beside 
the answer also reinforces students who went well beyond what 
was expected. 

When all papers have been scored, the teacher can simply 
add up the points (or compute percentages) and plot the distribu- 
tion, deciding which groups of scores to convert to which grades. 
If the class has few students and the teacher wants to check scor- 
ing, he or she can look at each item twice, keeping a record of the 
initial marks separately. Team teachers frequently score exams in 
this way to ensure agreement on the final grades awarded. Though 
less objective than multiple-choice exams, identification exams 
can be scored with acceptable reliability. The teacher should 
make the scoring criteria available to students (along with copies 
of superior papers) to provide detailed feedback about the way 
questions were supposed to be answered. 

Though they take more time overall than multiple-choice 
items, identification or short-answer items are ideal when a class 
is small. Many college teachers include both multiple-choice and 
short-answer items on an exam in an attempt to satisfy students’ 
differing preferences and capitalize on the merits of both formats. 
Multiple-choice and short-answer items are more similar to each 
other than to the final type to be discussed: the integrative essay. 

Essay Exams. Examinations consisting of broad, integra- 
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than “Why did America fear the Japanese expansion of influ- 
ence in the Pacific?”); ask for critical evaluation with support- 
ing evidence rather than personal feelings. 

2. Limit the space available by providing paper for the essay 
questions; asking students to use blue books encourages them 
to fill up the books with unimportant verbiage. 

3. Beware of giving take-home essay exams; some students will 
spend an inordinate amount of time on them, and most will 
not study (and learn) as much in preparation. The teacher 
should tell students the general topics of the questions ahead 
of time and have them write answers in class (“We have dis- 
cussed five theories of human learning in this section. I will 
ask you to compare and contrast two of them on the exam”). 

4. Before scoring, read all answers to the first question in a pre- 
liminary way, noting the overall quality and deciding which 
grades to give the best and worst papers; select a model paper 
or two at each grade for later comparison. 

5. Read papers for detail in groups of five to ten at a sitting; 
underline key phrases or words to maintain concentration; 
refer frequently to the model papers when deciding which 
specific grade to assign; take frequent breaks or time reading 
to keep attention on each paper. 

6. Go through all students’ answers to each question before 
moving to the next question. 

7. Write specific comments throughout as well as an overall 
evaluation of each question, complimenting the student for 
what he or she did well and showing how the answer could be 


improved. 


Essay exams have advantages and disadvantages. Con- 
structing and scoring them as advocated here ensures that students 
will demonstrate their best thinking on essay tests and that the 
instructor will be able to give each one the same concentrated 


attention. 
Oral Exams. Though students can also answer detailed and 


broad, integrative questions orally, such exams are extremely rare 
at the undergraduate level. They have the liability that students 
cannot revise their responses, and the instructor has nothing to 
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final examinations as more than 50 percent of the total grade 
encourages students to cram at the end rather than work all dur- 
ing a course. Even if they have studied all along, this practice 
forces them to stake their fate on one throw of the dice. Allowing 
students to drop their lowest grade is popular, but this practice may 
encourage them to be irresponsible. College teachers who base final 
grades on how hard the student appears to have worked or on rel- 
ative improvement value effort more than performance. Grading 
policies should be determined thoughtfully to be certain that they 
are consistent with the instructor’s philosophical beliefs about 
ability, effort, and the motivational role of evaluative feedback. 

The following general suggestions on assigning final grades 
have seemed reasonable and useful to many teachers: 


1. Let students know all during the term how they are doing. 
Giving points to be accumulated after each exam or paper 
without indicating what letter grade has been earned does not 
give students a firm idea of the grade they are likely to receive 
at the end of the course, and assigning grades only on the 
final point distribution can produce unexpected results for 
individual students. The simplest way to help students pre- 
dict their grades and thereby to encourage their studying is to 
assign a letter grade (or numerical equivalent) for each exam 
and average them at the end. 

2. Construct a system for combining exam and paper scores 
that rewards effort all along, not just at the end. Describe the 
system to students at the beginning of the course. Students 
will learn and remember more if they apply themselves stead- 
ily rather than sprinting at the end. The weights given to 
different assignments help to determine appropriate levels of 
effort for each one. 

3. Ifa student does extremely poorly on an initial exam, it may 
be mathematically impossible for him or her to achieve an 
acceptable grade of “C,” even with significant improvement. 
Personally encourage such a student to do well on subsequent 
exams, and be generous when averaging that initial score 
with later, higher ones. Do not tell the student that you will 
ignore the low score, only that you will average in a higher 
grade if he or she improves subsequently. 
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4. When computing final grades, perform each calculation 
twice and consider all marginal cases together, including sub- 
jective factors such as class attendance, participation, and 
improvement over the semester. No evaluation procedures 
are precise enough to be used automatically. For borderline 
grades, college teachers must ‘show wisdom in assigning 
grades that are fair to the individual students and the rest of 
the class. 

5. Most grades are distributed somewhat normally, but never 
force grades to fit quotas or theoretical expectations. Admin- 
istrators who declare that “no more than 15 percent of a class 
should receive ‘A’s’” have a poor method for curbing grade 
inflation. ‘ 

6. If posting grades is traditional at your school, post them in a 
way that protects student identities. 

7. Do not change a grade once it is turned in unless you were 
clearly in error. Once students have Successfully begged a 
grade change after the fact, this can become a habitual way of 
handling academic pressure. Offer to write a letter explaining 
why a student earned a certain grade, but resist the temp- 
tation to rescue the student by changing in a stroke a grade 
that he or she spent an entire Semester earning. Some 
instructors announce at the beginning of courses that 
students who, for whatever reason, “need” a certain grade in 
a course should let them know then rather than at the end 
when it is too late to help. 


Above all, college teachers should rem 
tance of grades to students and treat grades se 
undue anxiety. “Giving” a student a grade 
than he or she deserves may provide moment 
to the student but is unlikely to engender re 
institutions or to help him or her accept res 
ciate learning. The lessons students learn about responsibility 
and evaluation are important to their success as adults, Since 
the adult world is often less fair and predictable than school, col- 
lege teachers have an obligation to teach students to take responsi- 
bility for themselves. 
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Cheating 


“The wise teacher takes ordinary precautions against cheat- 
ing, but equally important, uses the kinds of tests, assignments, 
and teaching practices that provide few rationalizations for cheat- 
ing” (Eble, 1976, p. 121). 

Though cheating among college students cannot be justi- 
fied or condoned, the motivations that lead to it are too universal 
and understandable to allow instructors to treat perpetrators 
harshly. A teacher should not view cheating in simple terms of 
right-wrong, honorable-dishonorable; almost anyone is capable 
of cheating, given opportunity and sufficient motivation. Even the 
habitual offender is more likely to cheat in some courses than in 
others. Experienced teachers know that it is better to prevent 
cheating than to try to catch students in the act. 

How can cheating be prevented? Students are far less likely 
to cheat if they are excited by a subject and if they have a personal 
relationship with the instructor. Cheating is most common in 
impersonal, adversarial relationships in which “beating the sys- 
tem” is expected. In a hospitable classroom students are less likely 
to want to cheat or to give in to the temptation. 

Specifically, students are less likely to cheat if these things 
are true: 


1. Students know why exams are being given because the in- 
structor has shared objectives with them. 

2. Students know and like the college teacher as a person and 
believe that he or she knows and likes them as well. 

3. Students are excited by the material and internally motivated 
to learn it. d 

4. Students believe that they will be graded fairly and will 
receive detailed feedback on their work. 

5. Students know it will be hard to cheat. 


These preventive suggestions apply to plagiarism as well as 
to in-class examinations, but plagiarism is more difficult to iden- 
tify than cheating on exams. The best prevention for this kind of 
cheating is detailed instructions on the sources that can be used 
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| Evaluating Student Performance: Testing and Grading: 209 


1. 


eo 


10. 


Never announce that one type of exam will be given, change 
your mind, and distribute something different. 

Never spend the first fifteen minutes of a one-hour exam 
making oral changes in the printed questions or instructions. 
Never include two right answers on multiple-choice items. 
Never fail to finish reading essays and cover up your failure 
by making a brief comment on the last page of each paper to 
make it appear to have been read. 

Never give everyone the same grade on essays whether you 
have read them or not. 

Never decide after the first exam (or paper) which students 
are “A” students, “B” students, or “C” students and sort sub- 
sequent work into appropriate piles before reading it to 
verify that initial impression. 

Never fail to give an indication during a course of the grade 
that a student is likely to receive. 

When a student asks about a grade, never say that he or she 
actually earned a grade higher than the one given but that 
the grade was lowered because the supervisor's, the depart- 
ment’s, or the school’s guidelines indicated that there were 
too many “A’s,” “B’s,” or whatever. 

Never tell students that grade distribution was really quite 
arbitrary and that you could have just as easily called the 
“C’s” “B's” or the “B's? “A’s.” 

Never give a student suspected of cheating a lower grade or 
an “F” without telling the student or the honor council. 


The final chapter of this book takes another look at the 


question put forth in Chapter One: What are the essential ingre- 
dients of outstanding college teaching? It gives special attention to 
these secondary questions: To what extent is virtuoso classroom 
skill the result of talent or supportive environment? How can 
teaching excellence be evaluated and fostered? and, finally, given 
the emphasis on research productivity, why should any college 


teacher make the effort to hone his or her teaching skills to the 
finest quality? 
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vations and interviews that generated the model and teaching 
suggestions offered in this book, considerable variation was also 
observed. Some professors were animated and enthusiastic, others 
intense and aloof; but all had presence when working before 
groups of students. Compared to thoroughly competent instruc- 
tors, the exceptionally skilled are masters of classrooms as either 
dramatic or interpersonal arenas. 

This final chapter returns to the seminal question, “What 
constitutes masterful college teaching?” A number of styles of out- 
standing teaching presented in the two-dimensional model in 
Table 3 could serve as goals for college teachers. The specific tech- 
niques for achieving teaching excellence presented in this book 
are consistent with that model and follow from the view of class- 
rooms as dramatic and interpersonal arenas, discussed in Chap- 
ters Two and Four. Of concern here are several related questions: 
(1) Does outstanding instruction result more from individual 
talent or from a supportive academic environment? (2) How can 
college teaching best be evaluated to reflect the full range of 
teaching effectiveness? (3) How can graduate instructors and 
junior faculty be taught to teach well? (4) Given the rewards and 
requirements for survival in academia, why should any instructor 
attempt to strive for excellence in the classroom, especially in 


teaching undergraduates? 
Talent or Effort? 


To what extent are masterful teachers born or made? This 
question underlies every discussion of college teaching. It is 
difficult to answer confidently; there is evidence to support either 
argument. 

A student's performance in a course is a function of both 
individual ability and the motivating effects of classroom climate. 
College teachers’ effectiveness is also a function of both personal 
and environmental characteristics. Some are more naturally skilled 
than others, but conditions affect the way any instructor's skill is 
applied. The key issue is, of course, the relative contribution of 
individual skill and institutional support to the quality of 
teaching. 
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edge of classroom dynamics and learn to create a pleasant and 
work-conducive atmosphere, however. With effort and support 
from others, most new college teachers eventually overcome any 
initial discomfort or difficulty with the interpersonal requirements 
of teaching. 

Talent clearly plays a role in determining how easily instruc- 
tors succeed in the classroom. But persistent effort can offset low 
or moderate initial performance and is required for anyone to 
develop his or her ability to the fullest. It has been highly grati- 
fying to see graduate instructors following the lessons presented 
here improve their student ratings from well below to well above 
departmental averages over successive semesters. These favorable 
results were more often due to effort than to innate talent. 

A fair question to ask is, “After applying the lessons in this 
book, could any college instructor attain the highest levels of 
teaching proficiency?” Probably not. Considerable experience over 
several years is surely required to become one of the masterful 
types described in the first chapter. In addition, some flair for 
spontaneous oral exposition, creative examples and pedagogical 
approaches, intuitive empathic sense, and ability to interpret the 
subtle messages of students is likely to be necessary as well. 

There can be no denying that individual qualities con- 
tribute to ultimate teaching skill, but whether faculty settle for be- 
ing merely competent or strive to become outstanding classroom 
instructors is significantly affected by the environment in which 
they labor. We now turn to the characteristics of the academic 
culture that encourage or discourage outstanding teaching. 


Supportive Teaching Environments 


It must often seem to faculty that, by excessive emphasis on 
research and committee work, colleges and universities are subtly 
designed to promote poor classroom instruction. “I could be a 
much better teacher if only I had the time” is a common senti- 
ment. Is the absence of other demands characteristic of a support- 
ive teaching environment? 

Not necessarily. Faculty can be overworked, but they rarely 
are. More commonly, they feel overwhelmed by the variety of 
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things expected of them— publishing good work, becoming nation- 
ally conspicuous, teaching students, serving on ache, we 
supervising individual research projects. This is inherent in the 
job: College teaching offers tremendous freedom to structure time 
and channel energy, and it requires commensurate levels of inter- 
nal motivation, personal organization, and self-discipline. 
Because classroom teaching is the most structered demand placed 
on college teachers, it is not surprising that many new faculty 
have difficulty in deciding how much energy to invest in the 
immediate demands of teaching and how much to direct toward 
the more intangible, distant goals of scholarship. Graduate 
instructors suffer from similar conflicts between their own studies 
and their teaching responsibilities. It is not work load that most 
creates discomfort among college instructors but the necessity of 
deciding how to spend time. The freedom of college teaching cre- 
ates more anxiety than its demands. 

“Not enough time” can become a convenient rationaliza- 
tion for not becoming a better teacher or scholar. Some new 
instructors who are anxious about their teaching (especially if it is 
not initially easy or satisfying) denigrate its importance: “Why 
should I break my neck for the students? 
tenure!” Others throw themselves into teachi 
sure to conduct important research or bring 
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What characteristics of an academic community support 
excellent classroom teaching? First, teaching effectiveness of all 
faculty in an institution that values teaching is routinely assessed, 
and such information is used in personnel decisions about junior 
faculty. At such schools, teaching effectiveness may not be the 
primary factor in tenure decisions, but it is entered into the equa- 
tion. Schools that grant tenure to outstanding researchers without 
polling students about their teaching give a clear message that the 
quality of teaching is not valued there. Similarly, when poor 
Instructors are continued, reappointed, or promoted, it is clear to 
all members of the faculty that failure in the classroom will not 
affect professional survival. Universities and research colleges 
should not tenure excellent instructors who are unproductive 
scholars, but they should select and reward those who excel in 
both areas. A university’s national reputation is a function of its 
graduate programs but its financial survival comes from its under- 
graduate alumni who remember most the quality of instruction 
they received. 

The faculty’s attitudes toward students and classroom per- 
formance also reflect a supportive teaching environment or te 
lack of it. Attitudes are communicated in informal conversation 
and jokes during faculty meetings as well as in official memoranda. 


: n a » 
A new instructor hearing colleagues refer to “immature, ae 
“stupid,” “untrustworthy,” or “inconsiderate” students risks 


becoming socialized into a culture that does not value students or 
have rapport with them. If colleagues never comment on the pro- 
cess of teaching except to complain, an instructor runs the risk of 
adopting the beliefs that there is nothing important to learn about 
teaching, that one need not strive to improve as a teacher during 
one’s career, that it does not matter how well one teaches, or that 
teaching is a necessary evil associated with an academic appoint- 
ment. Departments or schools in which faculty discuss teaching 
methods they have tried and speak positively about students are 
much more likely to motivate new instructors to take the class- 


room seriously. ; l 
Supportive teaching environments also recognize high- 


level teaching. Teaching awards are a common method of giving 
public recognition, but they are too scarce to go to everyone who 
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deserves them. Their usefulness is further limited by the tendency 
for political considerations to affect the choice of award recipients. 
Teaching skills may be recognized more effectively by letters from 
departmental heads or deans to instructors receiving particularly 
high teaching evaluations from students. Inviting those receiving 
poor ratings to seek consultation about their teaching is also 
advisable. 

Whether or not it actively rewards Outstanding instructors, 
a supportive culture at least does not punish individuals for suc- 
cessful classroom performance, College teachers are vulnerable to 
the same petty jealousies as anyone else, and in some settings 
junior faculty fear being too successful or popular with students. 


Even if a teaching award is not a kiss of death for an untenured 
faculty member, as the lore at som 
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There is both wisdom and fallacy in Epstein’s Position on 
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teacher evaluation. College teaching is most often evaluated at the 
easiest time, at the end of a course when impressions are fresh and 
the students available. Though the long-term significance of par- 
ticular instructors and courses in a student’s life is, as Epstein 
says, best evaluated in maturity, his contention that ratings given 
while “under a teacher’s spell” will differ substantially from those 
made later has not been supported by empirical research (see 
Chapter One). Epstein also assumes that people can accurately 
identify which of their adult qualities resulted from various earlier 
influences. To assess the clarity and interest of a college teacher’s 
presentations and his or her short-term inspirational or motiva- 
tional impact on students, evaluations should be made at the end 
of the term. 

When to evaluate teaching is relatively clear. How to 
measure effectiveness and how to use the evaluations are more 
troublesome issues. Student ratings of instruction are the most 
common method of teacher evaluation and the focus of much of 
the controversy surrounding it. Social science faculties are 
generally most sympathetic to rating-scale questionnaires because 
this evaluation method is common in their discipline. Interestingly, 
rating scales commonly draw fire both from humanities faculty, 
who feel that they reduce teachers to numbers, and from natural 
science faculty, who view the application of measurement theory 
to people as a bastardization of scientific methodology. What both 
groups fail to appreciate is that students’ ratings must be inter- 
preted in order to be helpful and that such ratings, when properly 
understood, can be considerably more objective than any alterna- 
tives. Common alternatives are unsolicited praise or criticism, 
interviews with selected students, Or one-time visits by other 
faculty. Each of these is vulnerable to distortion due to sampling. 
Giving well-scaled rating forms to most, if not all, students is much 


more objective than these options. J 
To be sure, teacher evaluation should include methods 


other than multiple-choice ratings: narrative descriptions by 
students, observations by faculty colleagues, OF interviews with 
randomly selected students. Such procedures are time-consuming 
and are unlikely to be used widely, however, so student question- 
naires are a good compromise between the ideal and the possible. 
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Whether questionnaires provide statistical information, 
written descriptions, or both, college teachers must interpret them 
wisely in order to improve. This section deals with ways that 
instructors can use student ratings to improve teaching. Specific 
objectives for asking students to evaluate teaching are discussed 
first, followed by reasons why some teachers object to ratings. 
After this general discussion, specific suggestions on using student 
ratings are offered. The broader topics of faculty research eval- 
uation and faculty development are not addressed (see Carnegie 
Foundation for the Advancement of Teaching, 1975; Eble, 1972, 
1983; Group for Human Development of Higher Education, 
1974). 

The primary purpose for gathering student ratings is to im- 
prove the instructor’s future performance. Specific feedback is like 
specific comments on student papers: It guides future work. 
Overall ratings of teacher performance are like student grades: 
They reinforce instructors for a job well done and allow compari- 
sons with others. As with students, the more specific the feedback, 
the more likely it is to guide future changes. Overall grades in 
teaching are most useful for their motivational value for instructors 
and their record-keeping function for administrators. 

Students are also asked to grade instructors because it im- 
proves student morale. College teachers evaluate students all 
Semester, and most instructors consider it fair to turn the tables 
and allow students to return the compliment (or lack of it). Shar- 
ing power in this way also leads students to think seriously about 
the education they are receiving. Teacher evaluation acknowl- 


edges students as important Participants in the school’s instruc- 
tional program and in their own education, 
If student evaluations were em 


ployed only for these first 
two purposes, their use would be 


urses and instructors 
that students select (Coleman and McKeachie, 1981). Unsurpris- 


ingly, college teachers who receive low ratings uniformly disap- 
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prove of such guides, but even some highly rated individuals see 
this use of student ratings as inappropriate. Similarly, using stu- 
dent ratings to compare departments on teaching effectiveness 
creates controversy. Even private use of course evaluation data by 
school officials to make informal comparisons is opposed by some. 
Other faculty members support comparisons based on student 
ratings (Gross and Small, 1979), arguing that systematically col- 
lected data are preferable to rumor alone. 

A variety of other uses and reasons are associated with fac- 
ulty opposition to student ratings of teaching. Inclusign in faculty 
evaluation procedures arouses the most opposition. Some profes- 
sors defend student ratings in personnel decisions, but others 
believe that the use of student opinion in this way threatens faculty 
freedom and academic excellence. Other instructors oppose 
ratings for personal reasons. For those who fear any evaluation, 
student ratings will certainly arouse fear and anger. Some stu- 
dents do not take criticism well, and neither do some college 
teachers. Others dislike ratings because they remind them of what 
they already know but wish to deny: They are ineffective in the 
classroom. Still other professors dislike sharing power with stu- 
dents, and ratings reduce a little the status difference between 
them and their students. Some teachers oppose ratings because 
they assume that their use leads to pandering to student interests 
or being undemanding in exchange for high ratings. Finally, 
some college teachers oppose student ratings because they assume 
that the ratings reflect the way their research or scholarly exper- 
tise is evaluated. Though the last two reasons have not been sup- 
ported by empirical research (see Chapter One), many faculty 


members cling to these beliefs. 

In responding to colleagues who object to student evalua- 
tions, one should discern first which use of them is felt to be objec- 
tionable. There can be little argument against providing instruc- 
tors with feedback on teaching. Any college teacher not interested 
in learning how satisfied his or her students were, especially if spe- 
cific suggestions for improvement are included, is thin-skinned, 
even arrogant. Publication of evaluation data and weighing them 
heavily in personnel decisions, though supported by many, are 


more understandably opposed. 
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Using Student Ratings of Instruction 


The first and most critical issue is whether a college teacher 
chooses to participate freely in the use of student ratings. Ideally, 
no instructor should be pressured to use student evaluations. 
Those who seek feedback on their own will most value and use it 
constructively. Unfortunately, the consequences of completely 
voluntary participation is that the college teachers most in need of 
improvement are unlikely to take part. Voluntary participation 
also produces distorted norms (Howard and Bray, 1979) because 
only the better teachers may be included. 

If student evaluation data are seen only by faculty, things 
are simple. Instructors can be encouraged to gather some kind of 
evaluation data periodically and allowed some choice of methods 
(rating forms, narrative descriptions from students, inviting a col- 
league to observe a class). Packets of forms can even be sent to 
them at the end of each term and private consultation provided 
for anyone desiring help in interpreting data and improving. If 
faculty are involved in the decision to encourage voluntary self- 
evaluation and this is all that is done, there is likely to be little 
objection (Thorne, 1980). 

Teachers should be educated about the advantages of stu- 
dent evaluations, especially about what can be gained from 
reviewing their teaching evaluations with an experienced instruc- 
tor. Feedback from students by itself is not as likely to lead to 
improvement as feedback interpreted by an experienced guide 
who can show an instructor how to improve. Providing consulta- 


and others, 1980). ? i 


A great deal is known about the technical process of con- 
structing student rating forms. We also know that evaluation data 
that are specific as well as global are more likely to be received well 
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and used. Little is known, however, about the way instructors 
actually use data from student evaluations and how they can be 
helped to use the information in them to improve. 

Use of student ratings can be required from graduate 
instructors and junior faculty. Novices most clearly need the fine 
tuning that evaluation can supply, and schools are responsible for 
ensuring that the performance of new faculty is adequate. Grad- 
uate instructors and recently hired staff should be involved as 
much as possible in deciding the kinds of data collected. Not only 
does letting them propose alternative questions or supplemental 
data increase their sense of control—just as students’ morale is 
increased when they are asked to make some decisions about class 
proceedings— it also allows for better, more individualized evalua- 
tions. Even when college teachers are required to submit student 
evaluations as part of supervision or personnel review, it should 
be stressed that the primary purpose of the evaluations is to aid 
attempts at self-improvement. 

A number of instructor evaluation forms have been devel- 
oped and studied. In spite of much research, no'single rating scale 
has been found to be clearly superior. For information on 
available forms see Benton’s review (1982) or contact the Educa- 
tional Testing Service, which distributes and scores a well- 
researched student rating scale. * 

When considering which scale to use, an instructor should 
look for the presence of specific as well as general items. A few 
items will suffice for general comparisons (“On a 1-7 scale, is 
was the overall quality of this instructor's classroom effectiveness?”) 
but ten to fifteen items will be needed to provide feedback on spe- 
cific instructor behaviors (“How clear was the organization of the 
instructor’s lectures?”). To be most useful, a standard scale of pre- 
tested items should be used with a number of classes in a given 
school to obtain stable norms for comparison. If enough data are 
available, norms can allow instructors to compare their'ratings to 
those received by other members of their department, academie 
division, and experience cohort (graduate instructors, first year or 
tenured faculty). 


nal Report (S.I.R.) can be 


* Information about the Student Instructio N J. 08541. 


obtained from Educational Testing Service, Princeton, 
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The most useful rating forms ask students to complete one 
or two open-ended questions in addition to rating the instructors 
quantitatively. For example, students might be asked to indicate 
what they would tell another student about the course or instruc- 
tor, how the course or teaching could be improved, and what the 
best and worst features of the course were. Many college teachers 
find students’ replies to these questions more helpful than sum- 
mary statistics from multiple-choice items. Each type of rating has 
advantages, and both should be used. 

Administering a centralized program of student evalua- 
tions of teaching is a large responsibility. Whoever handles it 
(Dean’s office, computer center, instructional support office, stu- 
dent government) should routinely check to make sure that data 
are computed accurately. Data should also be processed quickly 
and faculty given feedback within a few weeks after the end of the 
courses. The way student evaluations of teaching are conducted 
and the way the data are used most determine whether such 
evaluations will promote improved classroom effectiveness, be 
seen as infringing on academic freedom, or be ignored. Student 
evaluations of teachers are like teacher evaluations of students: If 


made with respect and sensitivity, they can benefit both motiva- 
tion and performance. 


Training College Instructors 


College instructors are rarely taught to teach (Merenda, 
1974). Meeting Ph.D. requirements has been counted as suffi- 
cient qualification to teach others, and it is true that many instruc- 
tors have developed excellent skills on the job, without formal 
training or consultation, during their first few courses. Many 
others, however, came to dislike classroom instruction or 
developed the competence they might have achieved with 


priate instruction and support. Graduate schools are not li 
select as students those Persons with th 


never 
appro- 
kely to 


€ greatest aptitude and 
interest in teaching, as some have advocated (Eble, 1976), but 


more schools now provide explicit teacher training than in the 
past. The quality of college instruction is most likely to be 
improved if training is offered to or required of those who are 
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most motivated to acquire the skills: graduate instructors and 
junior faculty. 

A common approach to training college teachers is to offer 
consultation rather than formal courses. Such programs have 
been shown to raise the student evaluations that participants 
received (Carroll, 1977; Erickson and Erickson, 1979). In most 
programs, however, the supervision of instruction is unsystematic 
and depends heavily on the preferences of supervisors (Koen and 
Erickson, 1967). 

Workshops and formal courses for college teachers have 
also been shown to increase teaching effectiveness (Grasha, 1978; 
Justice, 1983; Lattal, 1978; Levinson-Rose and Menges, 1981). 
Such courses are usually offered by faculty development or instruc- 
tional support centers rather than by individual departments, 
although a seminar for training sociology graduate instructors has 
been reported (Goldsmid and Wilson, 1980). 

Offering interested graduate students a practicum involv- 
ing a combination of formal coursework and supervised teaching 
would improve the quality of college teaching more than the tradi- 
tional practice of turning them loose on undergraduates. Such a 
program should contain both preparatory experiences and consul- 
tation during the initial semesters of teaching. An easily admin- 
istered preparatory experience is a teaching apprenticeship in 
which an accomplished instructor teaches the same course that the 
graduate instructor will later be teaching. This should be an indi- 
vidual tutorial in college teaching rather than the traditional sys- 
tem in which the TA merely helps with grading and minor tasks. 
The apprentice would be expected to help plan the course, attend 
all classes, and meet regularly with the professor to discuss such 
matters as the reason why topics were presented as they were or 
the way that the instructor handled a particular student. A 
teaching apprenticeship gives novices close-range experience with 
the course that they will be teaching in the future. 

A seminar in college teaching offered before graduate stu- 
dents begin teaching is a more effective use of faculty ume than 
the apprenticeship model, though it does require considerably 
more organization. Students can meet regularly to discuss rean 
ings on college teaching and practice the skills described in this 
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volume. Small groups are ideal settings for gaining experience in 
giving short lectures and leading discussion. Going over video- 
tapes of practice sessions with the instructor in private augments 
what students can learn in class. Group discussion is useful for 
helping students examine their attitudes about teaching, learning, 
and the social functions of grading. A seminar group can also 
benefit from two or three follow-up meetings after its members 
have begun to teach. 

Regardless of the kind and amount of preparation given, 
instructors will need regular supportive consultation during their 
first semester in the classroom. Novices will have questions to ask, 
emotions to vent, and Positive and negative experiences to relate. 
Receiving regular consultation also helps them take their teaching 
seriously. A semester’s teaching consultation should include at 
least two classroom observations with short feedback sessions 
immediately afterward. Encouraging students to videotape a class 
is also useful once they are well into their course, but it is not an 
adequate substitute for having the consultant pay a visit. A com- 
prehensive program of teacher training involving preparatory and 
consultative experiences can go far to prevent ineffective college 


teaching and to start those with talent and determination on the 
road to excellence. 


Why Strive for Excellence in the Classroom? 
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to be a really effective classroom teacher. It is appropriate to con- 
clude this book by addressing that question: Why should a college 
teacher strive to teach well? 

First there are the negative reasons, those that do not pro- 
vide sufficient justification. Instructors should not attempt to 
become outstanding classroom teachers as a way of making ten- 
ure. Moving company records contain the names of numerous assis- 
tant professors who avoided their research and put their energies 
into teaching, hoping success in the classroom would win the day. 
Assistant professors at most schools must become minimally 
competent teachers in order to be promoted, but outstanding 
teaching will not offset a poor publication record. A better way to 
attain tenure would be to avoid being a poor teacher and do all 
you can to excel in scholarship. 

Once a professor has tenure, should he or she try to 
become a master of teaching in order to gain recognition from col- 
leagues? Probably not; the small amount of recognition offered is 
not in proportion to the effort required. Administrative service 

_and scholarly productivity are more the coin of the academic 
realm than is teaching excellence. 

Why, then, should college teachers bother? In part, college 
teachers should seek excellence in the classroom in order to attract 
the best students to their field. Students’ choice of major ane 
career can be influenced greatly by an early encounter with an 
outstanding professor. Exciting and intellectually imaginative 
introductory courses can help to attract the top talent to that 
department. Introductory courses taught by graduate students or 
uninspired faculty are less likely to draw in the best students for 
subsequent coursework. 

In his memoir of the teaching of Frederic 
Nisbet (1981) notes, “At Berkeley in the early 1930s. . . 
graduate teaching was taken seriously. No matter how illust 
one might be as scholar or scientist, the reputation for giving 2 
good course, above all for being a stimulating lecturer, means g 
great deal to the faculty and therefore to the students... . Even, 
and especially, the introductory courses were taught by mature, 
often distinguished, scholars and scientists” (p- 69). Students were 
relatively scarce during the Depression, and introductory courses 


k Teggart, Robert 
under- 
rious 
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were the battleground over which departments competed for the 
best. 

There is always a scarcity of exceptionally talented 
students, and faculty members should recognize that superior 
classroom instruction is one way of investing in the future of their 
disciplines. With undergraduate enrollments shrinking because of 
economic and population downturns, instructors should appre- 
ciate that classroom virtuosity is one way of maintaining adequate 
enrollments as well. 

Instructors should also aim for excellent classroom 
teaching because it is more rewarding to try to do anything well 
than to accept mediocrity. College teachers generally have high 
needs to achieve, to excel at whatever they undertake; otherwise 
they would not have made it through so much schooling. The 
classroom is a legitimate arena for satisfying those needs, though 
the prestige and monetary rewards are insubstantial compared to 
those of publishing, consulting, or administration, Faculty mem- 
bers should include undergraduate teaching excellence among the 
outlets they use to satisfy their needs for achievement. If instruc- 
tors do not try to do their best at teaching, they are likely to find it 
drudgery. 

The best reason for takin 
however, is that the kinds of colle 
this book are highly rewardin 
abilities to captivate a student a 
stimulate them intellectually and 
in them a love for one’s subject an 


g classroom teaching seriously, 
ge teaching held up as models in 
§ personally. Developing one’s 
udience for an hour or more, to 
move them emotionally, to instill 


da desire to learn more about it, to 
motivate them to work on their own, to watch them wrestle with 


philosophical and methodological dilemmas during discussion, and 
to see them mature in their wisdom, is highly satisfying. 

Learning to understand students well, to relate effectively 
to them, and to help them grow into mature and responsible 
adults is equally satisfying. It is more meaningful (and more fun) 
to teach persons we genuinely respect and care for than those we 
barely notice or see as hostile and lazy. Some teachers more easily 
view their students positively than others, but any teacher can 
cultivate a positive attitude and thus open the door to 


a number of 
personal satisfactions. : 
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In this chapter I have tried to weigh the relative contri- 
butions of individual and environmental factors leading to out- 
standing college teaching. Teaching among colleagues who value 
excellence in the classroom is surely more rewarding than 
teaching in a school where no one cares about classroom perfor- 
mance or criticises those sought after by students. However, envi- 
ronment alone cannot inspire college teachers to expend the effort 
required to become exceptional classroom instructors. My inter- 
views convinced me that ultimately every great teacher decided to 
work at mastering this art for the very personal reason that being 
a virtuoso in the classrvom is so inherently rewarding. 
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Students often complain of boring lectures, grim discussion 
Sections, and unapproachable professors—with good reason.))F 
teachers receive instruction in how to present intellectually exéiting 
lectures, lead engaging discussions, or relate to students ineways 
that promote motivation and independent learning. This new book 
by Joseph Lowman provides that instruction. 


Drawing on direct observation of teaching, the useful literature on 
college instruction, and student accounts of outstanding professors, 
Lowman examines what constitutes good teaching and shows how 
to. master effective teaching techniques. He covers the major 
activities (like setting objectives and planning course work) as well 
as the fine details of teaching (like Opening a lecture in an interest- 
ing way, encouraging comments from the usually quiet student, and 
Promoting rapport with individual students), 


Lowman offers detailed advice on how to improve key communication 


skills such as Speaking in front of groups and interacting well with 
students. He also provides tips on ways to structure classes and 
assignments toward Specific aims, such as Creating a stimulating 
lecture or thought-provoking discussion. The author reviews how 
teaching ability and the learning environment, each contribute to the 
quality of teaching, details ways student ratings of instruction can 
be used to guide improvements, and recommends types of 
preparation and training needed to help graduate instructors and 
junior faculty improve their performance, Beginning instructors will 
benefit from reviewing what Constitutes effective teaching. 


Joseph Lowman is associate professor of psychology, University 


of North Cajolina at Chapel Hill. He received an award for his model 
of teaching (outlined in Chapter One) at the Sixth National Institute 
on the Teaching of Psychology to Undergraduates, 
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